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1. INTRODUCTION
b : ¢
a2 > &

The present study constitutes g§ subject-related'part of Niska-
nen's Reszarch on Educatibna] Aims (1373a), the Pesulté of
which will be emeloyﬁd in the wider context cof aft interdisci-
plinary schgpl building rroject (Niskanen 1973bf. In this
there will” be an investigation into what instructional stra-
tegies will be most efficient in the achievement of different
~aims and what kind of facilities will be required by these
strategiesv A thorough‘review of ths literature on educational
aims has’been presented by Kansanen, whose studjes deal w%th
the affective aims of ﬁhe comprehensive schocl (Kansanen 1971a,
b; 1972a,b; 1873), It/is the purpose of the present study to
inves:igate the importance of the objectives of foreign lan-
guage (Englishl instruction as rated by teachers., Unly the
literature ﬂhich is considered relevant to the ;ims of foreign
language teaching will be reviewed.vThe terms: "aim", "objec-
tive"”, and "goal" will be used as synonyms Whenever specifi-
cation is necessary, it will be made through the use of appro-
priate adjectives (e.g. long-term, short-term, immediate, dis- -
tant). These terms are commonly uoedl in this way in the 1it-
erature on the subject in spite‘of goneral recommendations to

aim” in a wider sense and "objective” in a more limited
’ - -

use



-

.

/ 'Y

>

sense., The term "goal" is often used to define "aim" or "objec-
tive"‘(e'g' Roberts{ljﬁZ). Popham (1969) considers the choice
of the term unimporf€ant. The important. thing is that we refer

to an intended change ip the ‘learner.

&

b
There are many problems connected with objectives of instruc-
tio;. One difficoisy often encountered }s that the objectives
are usually expressed in suchgvague, unrealistic terms that
they offer little %uidance, either to the teachertplanning his
instructional procedures and evaluating the outcomes of his in-
struction, or to the studen£ who wishes to assess his own pro-
gress. Obiactive$ can be expressed in terms of pupil behaviour,
teacher behaviour or teacher and pupil interaction (Kansanen
1972b2 Niskan&a,1973a]. This study is‘only concerned with ob-

jectives expressed in terms of pupil behaviour and the content

in which the behaviour is to occur. This is the way ohjectives

. should be expressed according to éloom et al., (13956). &

Goals that specify the observable outcomes of ins*ruction are,
called by Valette (1372) "performance objectives”. Because of
its simplicity she finds this term preferable to "behavioural

or instructional objectives"”. =

A formal performance objecfiive consists of theWFollowing parts:
o~ : . . . .
purpose, student tehaviour, conditions and criteria. Thus, in
)
addition to student behaviour, a formal performance obhjective
describes also the purpose of pahaviour, the conditions under

* 2>
wirich it will occur and how it will beg evaluated (cp.PMagef

E -
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1970). Valette discusses the extent to which it is possible

to specify the outcomes of foreign language instruction in

terms of formal performance objectives. According to her, the
goals whick represent elementary asp&Cts of learning, such as
manipulation of sentence patterns,(naming objectiveg In the

a

foreign language or reciting memorized material, can be ex- ~

pressed in terms of formal performance objectives. There are,

e
.

however, othaﬂg}ypes of  activity, the outcomes.?f wh%ph can-
not be poredi ted, like free composition or conversation. These
outcomes should pe expressed in terms of open-ended, expreafive
per?ormé}ce objectives, which contain only statements of pur-

pose and student behaviour. Conditions and criteria should not

&

be specified. The lattgsvp be simply whether or not behav-
iour has occurred. Valette's expressive performance objectives
do not correspond to Eisner's (1969) expressive objectives,
which do not specify student hehaviour but describe an educa-
tional encounter. They identify, for instance. situations in
which pupils have td.@ork but do not specify what they are to
learn from the situations. In this study, purpose, criteria

/ and conditions will not be specified for reasons given below.

The background of objectives of foreign languag® instruction
will be reviewed in terms of content (language, communication
and culture) and pupil behaviour (cognitibe and psychomotor
domain, affective domain, criteria). There 15 some onrlap in

the areas to be presented but, in order to give structure to

the background, it is necessary to k&®p them separaté. It

4
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must be stated at this point that the content (the "what")
has been a neglected area-in research on foreign language

. . ’ = L S .
teaching, while methods of teaching® (the "how") have been

given considerably more attention (Banathy et al.”’1966).
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2. BACKGROUND TO STUDY,
. ; >
A

2.1, Content

2.1.1, Language QOescriptions

The main content of foreign language learning is nafﬁ?ally the

foreign language. Thisud}ings up the question: What is language?

o '.Since language 1is the .object of study of many #ranches of learn-

ing, it is not surprising that there are many different answers
to the qugitiqgl,depﬁnﬁfHé on what is observed, Hoﬁ‘i} is ob-

served éné what ghe principles of observation are. Mackey (1965)

has presented an analysis of different linguistic theoriess

chowing the many points in which=there can be differences in

\
N

various language descriptions'or grammars as they are called.
Many of the differences are caused by the fact that language

is such a complex phenomenon that no one viewpoint can see it
' )

as a whole (Corder 1973). . v

- v
g

14

< . —T
The best-known grammars are the traditional, .structural and
transformational., It is necessary to present a brief anralysis
of each of these before their contribution.te foreign lan-
guage instruction can be discussed. .
. ' 3 -
Traditional grammar describes the language of great writers

of the past and overlooks the langubge_@s it is used at pre;)‘

sent. Spoken language ig,also neglected. Emphasis is &ften
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put on points of mimgr significance while important construc-
-~

tions are overlooked. No attention is given:to the systematic
const®™uction of corract complex sentences. Rules are given

V but their.validity ;s never questioqed. Examples are of great
+importance; were they omitted some of \the rules would have

been incomprehensible. The failure of this grammar to provide' (
the teacher with an adequate description of the language he

is teaching is'shown. for example, by the compartmentaliZed

» . .
<;° . manner in which grammatical information ismggiven (Roulet 1970].
Structural grammar, which is the ‘ost influentdal of modern Y
) -

linguistic theories (Ivié 1966), describes the iénguage as
used in a cer£ain commernity_at a certain time a&d makes %
distinction betwaen language lewels (for example, formal spo- .
A éen language, familiar spoken 1dnguage]: Attention is given
- ’ to thg spbken language needed by the pupil as an iHstrumenL
of cpmmunication. The most obvidus problems with structural™>
grammar are those connected with ‘the neglect of the creative
aspect of the language, manipulation of structlires in isolation,
" too great an emp@gsis on detsils and 1apk of criteria of -~ ‘
good and Wmd graﬁmar‘(Roulet 1970). The infl e of Skinrer
is seen in the way that the linguistic responses of human be-

1

ings are considered to be the same as the physical gesponses

of animals to their surroundings. - -
- > \,

Transformational generative grarmar, the term recommended ly
Parkinson (1@72), altholUg Chomsky (1965) used the term ger-

‘ erative grammar, tries to characterize the knowledge of the

5 .
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larguage that forms the basis for the use of his mative lan-

-

guage by an ideal speaker-hearer. That knowledge is called a

person's linguistic competence. Transformational~generative
’ .
-~ koo
// grammar is presented in the.form of a sygpdﬁ’of explicit
¥
rules, which includes in¥ormation on™®he construction of com-

~

plex phrases. An attempt is made to describe.the ability Eo
construct an infinite number of grammatical sentences, which

< shows an awareness of the creative aspect of language. The

most recent versions of gransformational grammar use a system

which fg so abstract and complé%g?hat it can be called empty

- formalism (Roulet 19870) v

.
-

»

Vo

{\ '2.1.’1. Language Descriptions and Foreign Language Teaching

A language description may contain-any og all of the following:
phonetics, grammar, vocabulary, and meaning (Mackey 1865), which
o are, of course, interrelated. The linguistic content of foreign
language teacﬁjng consists of phonetics, grammar and vocabulary;
grammar here is used in a more limited sense than a2 global de-
scription of a language. In thi; context it refers to morpﬁol-
ogy and syntax. Meaning is the mos&\important aspect of lan-
guage and is closely connected with the culture which it L g
presents and even though it is not treated in the same sy-ctun-
atic way as phonetics, grammar,.and vocabulary it is involved

a?T\the time, According to Jakobovits (1970) three diffecrent
! .

- levels of meaning can be found in any utterancey~gamely lin-
*

r

\) i . .-, o
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guistic, implicit, and impiicative. Linguistip, or explicit
(direct) meaning, as Valette (1971) calls it, includes lexi-
cal, sgntactic. and phonological elements.. It is usually the
only level of meaning that is_ftresigd in foreign language
instruction ip schools. Beyond this level is the implicit mean-

——— ) -

ing which is derived from the cnntext. The inferential process
requires both linguistic knowleug2 and knowledge of the situ-
at{og:to which the utterance refers. The implicative meaning
is connected with aspects of the speaker. Implicationi are

-

often by-products conveyed inXFhe tone of voice or gestures;
\c - ’

. it is necessary to @nderstand them in order to grasp the in-

tended meaning of the utterance. 7

! A
Even though the question oFche extent to whicK/Tinguistic
principles can be apélied to foreign language teaching is
. “rather controve}sial there seemg to-be an agreement on the im-
porttance of grammar models in defining t%e content of instruc-
tion. The questioa of the content is considered to be narno@-
ly linguistic (Saporta 1966) ~The division of what is taught
- N
into pronunciation, vocabulary, and grammar is dérived from a
) the linguist’&§gescr£:tions (Corder 1973). These descriptions i

can give the teacher a better idea of what to teach and what

“

material to include in the course (Ek 1971; Lee 1972; Pefren

1971), and they give the teacher accurate‘?nd explicit know- - n'
o lesge of the language h? is teaching (Roulét 1970). Structural
linguisfica has had a great influence on instructional mate- 4

o rial, for example, in jhe Fogm of drills (Bosco et al. 1970; .

~
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Rivers 1968); the contribution of transformational generative

grammar is also considered to be in the areqdjf learning mate-

-~

ri@ls (Rivers iESS).

The lack of harmony and uniformity in the "jungle” of linguis-*

tics may, however, make it difficult for the textbook writer

\ to decide what is of practical use to him {(Girard 1972). The
_ .
situation could, of course, be improved by giving the text-

book writer prdper linguistic training. Matas (1U71) wanted
to find specific examples of the application of linguistic
principles to the oroduction of materials. He qxqmined four-
teen teaéher's manuals published since 1960 in different
countries and came to the conclusion that their claims to be

based on otnguistics were exaggeratea and unrealistic.,

v N

>

The amount of,language to be taught at different levels is

€

generally quantified by means of the number of words. For ex-
ample, the size of the active vocabulary of students in our
comprehensive schools.varies from 1000 to 3000 depending on

-

, the course (Mietintd, II). The choice of the words is based

wn

on word-frequency counts, a criferion critized by Perren (1971) "

since students are going to lggrn only part of the language,

not the whole of it, and the counts are based on the freguency
o .

of occurrence in relation- to language as a whole. What is need-

ed is a definition o6f the part of the language to be learnt.

~ - b
Thef importance for the iearner of different words could then
~” d

“be determined :n relation to that part.

—

«

) _ -
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As regards other aspects of foreign language instruction there
is less agreement. The,views expressed often seem quite con-
tradictory, which may partly be due to the fact that the

wri?ers have not specified which type of grammar they are -

dealing with.sEk (1871) and Parkinson (1972) do not find

AN

transformational generative grammar relevant to foreign lan-

guage instruction while there are ofg;:; (e.g. '-eiwo 1972;

"
~*

Ritchie 1972a,b; Roulet 1973) who are convinced of the impact

that linguistics in general and transformatioral generative”
gramme” in particular can have on the teaching of foreign lan-

L ]
guages. Concrete examples,bf the application of this grammar

model to the teaching of languages have been given by Lakoff
.(1969) and Roulet (1970). fThe need for pedagogical grammars

St s

has gene?gizszben acknowledged (e.g. Corder 1973; Jgrvis 1972;
Nob{}tt 1972; Rivers 1972; Saporta 1966). These grammars would
modify the contribution of linguistics for pedagogical pur-
poses 1in a'way that would help the textbook writer give se-
quence to his material and assist the teacher in pre§entiag

it.

. . et
2.1.2., Communication )

-

-

Communication will be dealt with here only from the point of
view of foreign language teaching. C)nsequeBtly communication
in gengrel will not be tquckgd uprn. Language has been defined

as a system which is used when people .interact for the purpose
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of communication (8lindert 1971)-.The ultimate goal of foreign
lapguage teaching i9 the achievement of the ability to comimu-
nicate, the dgvelodZent of which has recently been greatly

<

stressed (Oller 1971; Palmer 1970; Rivers 1968, 1972}, The p
crucidl point in foreign language teaching is not how to teach
the skills of listening, speaking, reading, and writing but

hqw to fuse those skills for the development of communicative

e}bhange (Elkins 2t al. 18721,

Communication is a process involving-at least twq:people(
Koort (1972) has made a distinction between relationship and
68Wmunication. According to him, for a relationship to devel-
op into communication, it must be presupposed that the~rela3
tionship has been created on purpose, that is, théﬂsenaer has
prod;éed a'£urpose¥ul message to create a relationship, and . _{
the receiver has become aware of the message‘ql? has the in-
tention to understand the information of the message. Ammons
(1973) has the same idea of communication. Rivers (1972) speaks
about pseudocomm;nication, which means language activities thate
are externally directed and depend;nt on the teacher. Péycho-
motor activities at least belong to the area of psehdocommuni~
cation. Hornsey )ﬂ972& has dispusséd“communfcation between na-
tive speakers and communicaetion in the foreign language class-
room. The former servgs.to convey in?ormatign, while the latter
serves the pédagogica% purpose oF-acquiring a new langugge:

Language and experience progress in parallel in native lan-

guage communication; on the other~hand, langdage is new but

) | o - ¥
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experience old in classroom communication. For most activities
. ]

in a foreign language classroom pseudocommunication seems an
appropriate term. .

Effective communication ﬁequires different kinds of competénce.
CoTBptenéz has been defined as an internalized set of rules

by means of which a speaker is able to understand and produce
language and recognize ungrammatical expressions (Hakulinen

eg al. 1970). Evidence of the existence of linguistic combe-
tence, which is a central concept in transformational gener-
aéive\grammar, is provided by a person's linguistic perfdr-
mance, which reflects t b id‘graction of a8 number of factors

of which linguistic competence is only one. Linéuistic per-
formance is variable and influenced by such supposedly non-
linguistic factors as attention, memory, interest, emotional
involvement etc. (Chomsky 1965; Cooper 1968; Jakobovits 1970;

-

: Rivers 1968).

Communicative competence consists of linguistic and contextual
competence. We do not communicate by putting sentences to-
gether but by using them to make statements of different kinds
in different situational settings. It is not enough for .a per-
son to be able to prgduce grammatical utterances but to he able
to use them apﬁropriateiy, td know what to say and when an&

=  where (Cooper 1968; Jakaobovits 1870; Wigdowqpn 1970) . In
Widdowson's terminology, pupils must be taught "value”, that
is, the meaning language items have when they are used in qaté

of communication. The situational basis of linguistic forms

\‘1‘ € 4 ) \
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has also been recognized by others (Ek 1971; Lee 1972; Perren

1971). According to Ritchie (1967b) we have to select situa-
tions which the pupil will probably e}countar and "wish to
verbalize about” (p. 121). These situations would then serve s
as the basis for the construction of foreign language courses.
The situations which are most frequently encountered and which
the student will wantfto verbaikze abéﬁt would be,the highest
in the hierarchy of situations, the least frequent ones would
be the lowest. There are some problems in this approach, how-
ever., Even if it were possible to predict the sjituations with
enough precision, how are we to know whether they are those
which a pupil wants to verbalize about? Maybe this appreach

is based on the assupption that the most frequently encoun-,
tered situations are those that a pupil wants to speak about.
Wilkins (1972) has also discussed the problems of the situa-
tional approaﬁ%, posing the basic question of how to‘deFine
situation. According to him, the situational approach is not

.

suitablé for a general language course but might be suitable
for courses with narrowly definable aims. Wilkins gives at-
tention to what kind of things a learner is likely to com-
municate, what the.notions are that he will express through
the foreign language.=This approach is called semantic or
notional and its purpose is to give the means by which a
minimum }ébel of coﬁmunicatide ability ij}Foreigﬁ languages
can be e;tablished. Wil<ins has presented example; of his

L . .
categories of a semantic syllabus and emphasized the im-

portance of considering the communicative value of everything

3

~

that is taught.
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2.1.3. Culture \

>

Language is not self-dependent, it does not exist in a vacuum
bug forms_an integral part of a culture. Authentic use of the
language, listéning to native speakers and reading original
.texts involves beliefs, traditions, attitudes ?Qd values that
account for the way the people live and behave. For full com-
munication in a Fo;;ign language it is important to understand
what cultural units of meaning are attached to units of ex-
pression (words, idioms). Lado (1964) calls these units of
meaning EMUs (elementary meaning units) and emphasizes the
need for understanding a foreign culture through its own lan-
guage‘rathgr than translations. According to Nostrand (1566)
the weakest aspect gof foreign language instruction is the
“teaching of foreign gylture and society. From the point of
Jiew of selecting cultural content, the basic question is how
to describe foreign culture, society, and wvay of liFe. No gkrand
attempt; to solve the prohlem by 5e§ns of the following qués-
tions -and answers:
1, wWhat purposes do we wsnt to sgf&e by teaching about
a foreign way of life?

2. How do we select what is essential, or most important

for the purposes we.intend to serve?

3. How do we define the eiﬁehtial feat$®es so as to make

them enlightening? s
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1. The egrposesv@ want to serve by teaching about a foreign
way of life are cross*tultd?él communication and croas-cultural
understanding (NOStraﬁal19861. Cross-cultural communication
means that the learner should be able to understand and pro-
duce the foreign lawguage, he should have a pg;iﬁive attitude
///toward the foreign culture and be able to represent what is
good in his own culture. The other purpose, cross-cultural
understanding, is involved in cross-cultural cdmmuniéation,
since getting along with the foreign people requires an under-
standing o?}them. The question of cross~cultural understanding
is a very complex one;‘%any aspects of culture and society have
to be taken into account, Understanding foreign culture re-
quires the capacity and determination to be patient, k#nd, and

reasonable in dealing with things that are difficult to under-
stand and tolerate, and especially in dealing with cross-cul-
tural problems. We shall see later thaéaPhese gquestions are
very closely connected with the affective aims of foreign lin-
¢t guage teaching. In'fea%hing cultural understanding attention
should be given to the attitudes which Nostrand calls cultur-
al relativism, perspect}vism and "imperturbability” (p. 5).
Cultural relativism pertains to the question of tée cultural
cantent af foreign language textﬁooks.’Very often foreign
people are presented as if they, for example” wore national
! costume every day. Lado (13864) warnsﬂagainst the use of ralse
/} clichés or stereotypes of a foreign culture. On the other hand,
P

interesting details, which are not predominant in the culture

-

may motivate especially younger pupils better than significant

ERIC - S
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predominant facts. Perspectivism means thgt we should try to
understand foreign culture but also tak; advantage of our
6utside perspective which the people cannot have on themselves.
Imperturbability means the ability tc observe new ways of do-’
ing things in an objective way withouv suffering from culture
shock. The relevance of this aspect and how it can be given

importance in teaching has been discussed by Rivers (1988). s

2. For selecting what is essential Nostrand has two approaches:
& schematic and an emp{:ical one. The former means that we

systematically arrange the foreign way of life in categories

which consist of important aspects of the way the foreign
people live. Since we lack descriptions of the major cultures
of the worla the language teacher either has to omit much of
the taréet culture or fill greas of content on the basis of
\‘\ his own interpretatiop of the culture. An empirical approach
uses the experience of people who have had contact with the

foreign culture to fipd out exactly what was easy or difficult
/

~to understaqg or get along with,

-

3. When defining the essential features of the foreign culture
a distinction has to be made between situational context and

schematic context. The former is the one in which an event

happens and the latter is the one in which we place the evant

A . . .
., to understamd it. Schefifatic context consists of a socio-cultural
<y, f * "

- whole, in which we should distinguish between a descriptive ac-

count and what we/gad through our interpretation and explanaticn.

It is important to neutralize the bias caused by one’'s own cul-

O ; . ~m
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ture. There are two questions connected with the definition of
elements tha2t are essential i;'a foreign. people’'s way of life.
What are the standards of evidence demanded andavhat is the
form in which generalizations should_be stated? In answering

these quesiicns we have to recognize various facters, for ex-

ample subcultures, age levels and religious groups.

-

it seems that the choice of the cultural content of foreign
language textbooks has mainly been intuitive, basad on the™_,
wliters' own experiences with the culture. There is some evi®
dance to show that the selection and presentetgon of the cul-

tural contant has not always been successful (May et al. 1971]).

-
-

2.2. Pupil Behaviours
Pupil behav&ours have been‘ghe centres of great interest when
goals of instruction have been discussed. They have becn clas-
sified hierarchically beginning with the simplest behaviours g
and proceeding to the mqft complex. Dﬁ:mgf the best-kno&n
taxonomies of the cognit&ve domain is that developed by Bloom ‘
and his colleagues (1956). Their system is hd%ed orn the as-
sumption that the same classes of behaviour can ‘e bserved
in different subject-matter contents, an assumpticn which has{
- been criticized by Sullivan (1989), who has also pointed out
that there is no evidence to show that learning occurs in the

way presented -in the model. Judging by the iliustrative test

- items given in the taxonomy it is most suitable for classify-
. . |

- -
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2.1.1, Language Descriptions
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b
-~ Pl

The main content of foreign language learning is na?U?ally the

i

foreign language. Thiéuﬁ%ings up the question: What is language?
» . ,

o "Since language is the object of study of many ﬂranches of learn--
ing, it is not surprising that there are many different answers

to the questiqgi,depﬁndf?E on what is observed, how it is ob-
f,ﬁ"" ’ -

served and what the principles of observatign are. Mackey (1965) -
has presented an analysis of different linguistic theoriese

showing the many points in which=fhere can be differences in
. . . ~—
various language descriptiors or grammars as they are called.

Many of the differences are caused by the fact that language

is such a complex phenomenon that no one viewpoint can see it
. o

as a whole (Corder-1973). . .

- B *
%

- . p—T -
The best-known grammars are the traditional,.structural and
transformational. It is necessary to present a brief analysis

of each of these before their contributionate foreign lan-

-

guage instruction can be discussed. ..
» ’ f — . -

Traditional grammar describes the language of great writers

res

"of the past and overlooks the langubge_ps it is used at.pre;*'

sent., Spoken language ig,also negleeted. Emphasis is &ten
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ing behaviours in physi&al and.sociat-sciences, history and
Ny . :

literaﬁﬁre. Behaviours in the affective domain have ,also been

classified hierarchically (Krathwohl et al. 1364) and recent-

ly a taxonomy appeared of the psychomotor domain {(Harrow 1972).

Valette (1371) and Valette et al. (1972) who have modified the
Bloom and Krathwohl taxonomies to suit foreign languages,

give the following reasons for classifying objectives -taxono-
mically: a teacher gains a better perspective on his te;;hing,
designinggggg foreign larfiguage curriculum is easier, a taxono-
my can help to give sequence to instruction, and it can faci-
litate cemmunication between teachers. The same P#nd of reisons
are given for the classification of the géneral aims of educa-
tion. It would seem reasonable Lo assume that taxonomies of
the objectdvés of individual 8chool subjects might prove more
useful, since with spéiific cuntent it might be possible to

<]
express the intenced observable learner behaviour mor&@pre-

cisely and analyze the conditions and tasks more specifically.

Concern ng termirology, Valettgﬁéigarlier modification (1871)
consists of content andsbehaviours in second-language teaching,
wh'le the later version (Valette ctyal. 1372) deals with teach-
ing areaes and subject-matter goals. ,The terminology is Not very
clear at this point, however. The following two guotatis ns

serve to illustrat. *he point: "Subject-matter goals rerc: tu

what is being taught: the language skills, the gram%ar and
vocabu lary, ‘the culture, the liﬁoydture. Can‘thé student P

cognize verb tenses? Can he understand a conversaticn in the

<
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foreign language? Can he identify cultural patterns typibal

" of the Foreign‘country? Can he analyze a posm? These behav-

iours fall into the aree of subject matter" (p. 28) and

"In foreign laq;uages the subject matter might consist of
speaking, reading and writing the language itself; or it
might consist of a study of the foreign culture, an introduc-
Eion to the foreign literature or a combination of all the
above” (p. 29). The concept of teaching area is not defined

\

at all. Maybe the use of the term "subject-matter goal” em-
phasizes the fact that the behaviours are not just i?y behav-
lours applicable to any subject but thosa tied to the subject-
matter content of foreign languages. On the other hand all
student behaviours, at least in the cognitive domain, fall in*v
to the area of some subject matter. Since the term subject-

matter goal is liable to cause confusion the Qfesent writer

nrefers the term behavioi;y/
>

2.2.1, Cognitive and Psychomotor Oomain
/
As psychic functions the cognitive and psycﬁfmotor domains are
usually deelt with separately.  In foreign language teaching the
areas are, however, so closely intervowen that.it might well be
impossible to keep them apart. Especfélly in thg early stages
of foreign language learning psychomotor actiqij§sq are very
important, for instance, tha teac‘ﬁng of the moutr; positions
For-thosexsqynds which do not exfg?\in the native languagefﬁ:~

4

- L4
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In the taxonomy of the psychomofg} domain (Harrow 1872), the

area of perceptual abilities, which includes visual and au-

ditory aiscrimination, seems most relevant to foreign language

-
teaching. -
4 AN .
In foreign language q?haviours River’s (1972) has identified
two levels: manipulati!% and expression of persbnal meaning.
- : *"“‘, v
The former is concerned with lamguage elements in relation- .-
ships that vary within narrow limits; in the latter the vari-
ations are infinite, Valette's earlier modification (1971)
of the Bloom taxonomy consists of the following: . ’
Knowledge and Perception X >
A, Knolwledge of elements
B. AFility to differentiate and discriminate among elements
A
€. Knowledge of rules and patterns
0. Ability to differentiate and discriminate among rules
. P
* ) and patterns

Manipulation -
E. Ability to reproduce elements and patterns
F. Ability to manipulate elements and patterns
Understanding and production
G. Abilit& to grasp explicit (surface) meaning of utterances
and patterns ‘
"G.1 paraphrase )
G.2 English (native language eQU{valents)
H. Ability to produce utteraqpes or_patterns conveying the
desired explicit ,meaning ' i .
I. Ability to analyze utterances or patterns in terms of
’ Limplicit (deep) r‘nea‘ning 'y
J. Ability to analyze utterances or patterns conveying'the

' desired implicit meaning.

i ~




Knowledge‘?EETUabo~both the passive or receptive skills of re-
cogrition and the active or productive skills of recall. Per-

ception consisting of differegntiation activities is the low-

>
p—

est category of the psychomotor domain. After learniég to’
cifferentiate among elements the student must learn to re-

cognize them in new patterns. " A

~

Manipulation is part of the psychonotor domain too, but it can

-

2lso oe considered to belong to the cognitive area. Such stu-
¥ 4
dent oehaviours as repeating and memorizing language material

ana participating in dri{ifi§t;vities belong to this category.
Understanding and production consist of the four traditional °
skills of listening comprehension, speaking, reading compra-
nension and writing. If emphasis is on direct meanine ?hey be-

long to catégories G and H; if implicit meaning iseoncernet .
they belong to I and J. According tu Valette G corresponds to

Bloom's Comprehension, H to Application, I to Analysis and 3J

" to Qunthesis. ' s

The later modiFic§tion (Valette et al. 1972) of the Bloom
taxcnomy is cwlled Taxonomy af Subject-MafteQ Goals,alt is di-
vided iqso rive stages each of which contains intarnal and ex-
ternel g%haviour. TQF passive skills involve internal behaviour

while the active s5kills 1nvolve external behaviour.
?
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Stages of the Subject>MaLLg£\Iixonomy (Valette et al. 1372 p. 32)

Stage @& Internéz\ﬁéﬁaviour External Behaviour
1. Mechanical éi&lls Perception (B8; D) Reprqguction (E)
2. Kjogiedgp 7 Recognition (A, C) Recaqi (A, C)
3, Tragsfer Reception Application (F)
4, Communicatiagn Comprehenszon (G) Self-Expression (H)
. 5. Criticism )é:giﬁgé?on'(f;v“> Synthesis (J)

»

The letters added in brachets by the present writer show how the
new categories-correspond to the earlier ones. With reference

to details, Valette earlier considered the ability to make sound-

pJ
symbol associations to belong to area C; now she considers it

¢

to be a mechanical skill of perception. There is no exdef/équiv-

alent of the internal henaviour of reception in the stage of
&

transf2r in the 28rlier version. Typical of this stage is the
P .

fact that théjéituBtionS are structured; the material is known

1

but its order of presentation is new., Communication heru_mi;//
f//longs to the area of student behaviour; in the earlier modifi-

cation it was one of the gontent categories. Whjch it is da-

-

pends on the viewpoint taken., As was previously mentionad all

-y
/ the content and behaviour categories are very clesely inter-

»

WOVETnN.,

@ : . ¢




2.2.2. Affective Jomain-

~ Valette (1u71) calls the venaviours of the offective domain

barticipation objectives, ;:E—Tngg the following:

-~

K. OCreat@r awareness of the phenomenon
. L. Increased tolerance of differenced
M. Demonstrated interest in the phenomenon
N. Satisfaction derived from achievement
0. Conginuing desire to improve competence and increasce

understanding

-

Active promotion of cross-cultural understanding ~
o . \V2
~ ~ \
. } Greater awareness of the phepomenon means g... awareness of
" differences between languages, ewarenesg of other values and
. v
other countries. Increased tolerance of differencss shows in

the acccptance of differences in languages, manners, world

view etc. These categeries and the following ones relate to

L3

the cultural content of foreign Lang&ﬁge teachiqg and the

-, -~

. 2 . .
problem of understaending cultures both of which are emphasized
’ . - SN
by Nostrand (1896b). BehaviourRcategories K and L correspond

to Receiving in Krathwohl et al.'s taxonomy.

[ g

ODemonstrated interest in the phenomenon means greater interest

I

in the language and culture; it. may be closely connected with

g e
tH2 next category, satisfaction,' which the student qsrives from

\T. .
mastering new aspects of linguage study. The categorization

is supposedly & hierarchical one. It is not clear, however,

-
-

whether ™M and N are parallel or one is includea in the other.

, i
The former alternative seems more suitable. They correspond

»”~ .

Q [N
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to Responding in Krathwohl et al.'s taxongpy.

The last two classes of behaviour, which correspond to Valuing

in Krathwohl et al.'s taxonoﬁyz mean that the student shows a

-4
desire .to improve his competence ‘n the new language and to
learn_more about the foreign culture; in addition he w}ll con-
tribute to promotion of cross-cultural understanding.
»
The later modification (Valette et al. 1972) of Krathwohl et
\
al.'s taxonomy is divided into five stages sach of them having
two categories of behaviour, whirh the earlier version did not.
r Stages of the Affective Taxonomy (Valette 8t4§A' 1972 p. 32)
— — - r =
€ Stage Internal Behaviour 15:tarna1 Behaviour
1. Racapéiviﬁy Awareness (K} Attentiveness (K)
-~ RN ) Interest and ‘
Lji Responsiveness Tolerance (L) . Enjoyment (M, N)
T —
3. Appreciation Valuing (D) Involvement
4, ﬁnta;nalizatjon Conceptualization Commitment
5. Characterization| Intecgration Leadership

»

The letters added in‘brackets by the-presant writer show how the
new categorization corresponds to the odlder one. The classifica-
tion\iystem progresses fr0m'tha student's neutral attitude to-"
wards foreign language study and culture to his voluntary active
urge to learn more about thghﬁ\}t progresses from teacher-direct-
ed activities to salf—diraction{}The first three stages are con-
sidered appropriate for high school students, with the higher

stages demanding too much student initiative to be realistic at

‘ AT -
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As regards other aspects of fofeign language instruction there

is less agreement. The,views expressed often seem quite con-.

27 boge

tradictory, which may partly be due to the fact that the

writers have not specified which type of grammar they are

P N R LN T

"

dealing withy Ek (1871) and 'Parkinson (1972) {o not find
transfofmational gensrative grammar relevant to foreign lan-
guage instruction while there are ofg;:; (e.g. ‘.eiwo 1972;
Ritchie 1972a,b; Roulet 1373) who are convinced of the impact
that linguistics in general and transformational generative”
gramme” in particular can have on the t;§Ehing of foreign lan-
guages. ConFrete exampl;s.?? the -application of this gramm;r
model to the.teachiﬁg of languages have been givén by Lakoff
(1869} and Roulet (1970).f}he need for pedagogical grammars
has gené?gifjkzben acknowledged (e.g. Corder 1973; J%rvis 1972;
Nobf&tt 1972; Rivérs 1972; Saporta 1966). These grammars would

modify the contribution of linguistics for pedagogical pur-

poses in a way that would help the textbook writer give se-

quence to his material and assist the teacher in pregpnting

it.
Y

2.1.2. Communication ™ i

=
~

-

Communication will be dealt with here only from the point of

view of F&reign language teaching. CJnsequeBtly communication
in gengral will not be tayckgd uprn. Language has been defined
as a system which is used when people.interact for the purpose

. A
Q N . Yoo

‘ ~ T e b e e s
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' the lowest and intermediate levels. Internalization means that °
a student has a persoaal system of values céncerning forseign
) ~/’/{;nguage study; he devotes tims and energy ta. increasing his
" knowledge of the language and culture. Characterization means
that a student hd8s integrated foreign language values into his
personal value system; he hag a major role in promoting lan-

’
guage learning and instruction.

It can be stated that Vdlette's modification closely resembles
the original one; it might well be used to describe the affec-
tive behaviours of other subjects, with .due changes in the con-
tent area. A detailed discussion of the differences and simi-

laritieg between the two systems is not relevant to this study

so they will not be further dealt with.

2 2.3. On the Relationships between the Two Domains

According to Valette the five stages of the taxonomy of sub- r
ject matter goals approximately correspond to the five stages
of behaviour in the affective domain. There is, however, no
empirical evidence to support this assumption. Valette has
presented a table of the interrelationships bet;eeg subject-
matter and affective taxonomies (p. 50). As an example it
might be mentioned that the whole area of communication is
covered by internalization which is &%Xplained in th= follow-

ing way: "The student begins to shape his own attitudes, val-
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ues, and philosophy in relatign to his Foreign-‘.language 8x-

<
periences. These cogcepts result in his strong preference for

~

learning foreign languages and his decision to devote a major
portion of his available tfme and energy to additional study" -
(p. 45). Now the question depends on communication and cri-

“teria. Students can achieye the stafe of communication, whe;é

i

they are able to understand English whetﬁer spoken or written
and make themselves undestood orally or in writing without,

however, having a strong preference for English or decidf%g

to devote most of their sparé time to additional study. In-

tuitively, it seems that the achievement of the cognitive and

-~

the achievement of the affective goals do not go "hand in

////// hand”; nor is the causal’relationship betwéén them clear.
g | ) . . —

. . \
2.2.4. On Criteria of Objectives of Foreign Language Teaching

The question of criteria will only be dealt with in connection
with cognitive and psychomotor behaviours. This is not to imply
that the affective area is less important but that there is not
yet enough information on it. Setting the affective aims, se-

4
lecting the content, organizing thg instruction, and measuring

s

the outcomes are all very problematic.

The cognitive goal of foreign language teaching that has long
been accepted is the development of native-like ability to use

the foreign language. This has been said to be essential to

effective social behaviour in a foreign land (Lane et al. 1966).




Recently~Epe justification of the criterion of native-like _
ability has been questioned. According to, for ekample, Ek .
{1971) we have to specify what deviations can be considered -
appropriate or acceptable. The criterion of native-like abil-
ity hes especially been'applied to pronunciation of foreign
language. According to.Lee (1972), we should be tolerant of
different styles of pronunciation; Jakobovits (11870) considers
it to be an aesthetic question whether or not we insist on
correct speech., Communication is poésible even if our phonoli_n
8gy and syntax are not accurate; native speakers do not speak
grammatically in everyday speech either. éspecially now that
English ii'taught s0 widely all bvervtheAworld and as more
variants in pronunciQFion become current there would not be
much sense in trying ;o make everyéne speak in a uniform way
(Perren 1971). What is, however, mosf impdrtant is to teach
students to understand different varieties of spoken English
which they may hgar.v}t has been suggested that a suitable
model for audiocomp%ehension would be the uninhibited pronun-
ciation of the man iq\the street, while the careful diction

of the teacher should serve as the model for pronuncialkion
(Lson 1966). Perren (19871) points out that we should cdncen- -
trate on teaching what is demcnstrably possible to achieve.

It would mean that in Finlénd we should have to teach the

kind of English that is employed here by competent Finnish

adults who use English effectively. .
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There is an aftempt to give some criteria in our Comprehensive
School Curriculum (1970) e.g. "the student Should bé/ggzg‘to
express hiéself reasonably well even in writing" (p; 89).

The criteria are not, however, specific énough toc be of any
reai help to the teacher. A further attempt'at specification

was made in a later curriculum (Nykykielet 1371) in which ex-

) » ¥ ]
pressions such as "normal speech Gbmpo" or "easy. text" have

* ~

been defined. It is evident that a lot of research has still

~

to be done before it will be possible to give such criteria as
o>

would prove useful in practice in school situations. It is also
worth considering whether it would be sufficient to state

whether the behaviour has occurred or not without giving any

criteria at all. ~
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3. SOURCES OF INFORMATION ON OBJECTIVES IN FOREJGN LANQUAGE

INSTRUCTION —
N, %
AS
Setting objectives is praoblematic and closely connected with -

-

the value system of society. Setting objectives of English
teaching in countries where English is a second language should,
according to White (1972). be determined by the  fnllowing cof-
siderations: .-
- to what extent English is known in the country
- the ways in which it is used

- the fcrms of the language'most commonly used

>
- the attitudes of the community towards the acquisition and

use of English,

r

Generally speaking the objectives of foreign language programmes
should be based on local needs, the needs of the country as well
as the needs of the pupils (Elliott 1872; Gorosh 13970). Accord-
ing to Roininen (1971) the productive skills of speaking gfd
writiné are .the most important for people employed in industry
and commerce ¥n Finland. It is interesting to note that Ahlquist
(Lindell 1969) in Sweden found the most important skills for a
representative group of Swedes to Fe listening and reading com-

‘

prehension.,

When investigating the need to know different content areas of__
mathematics and the,Swedish language partly for further studies

and vocational act{iifigs and partly for leisure time Dahllof
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(1960) u;ed teachers in different types of schodlg, employers
of certain categories within trade and industry and employees
witnin certaein océupétions as sources of information. In a

later study (1863) he used pro%essors to rate the importance

o N
of different subjects for further studies.

L Y
Bjerstedt (1370) has presented a summary of different sources

0% information on objectiwes in his article., According to him
the following source§ are possible:
- texts e.g. official documents, currighla, textbooks, which
offer a starting point. On the other hand, the information
in official documents is often toé general to be very useful;
and the contents of texgbooks'ére often defined by tradition;
- people carrying on a trade'or profession where they need
knowledge of or skills in the subject-matter area whose
éoals are being analysed;
- peopleiworking near the above méntioned group;
- teachers and pupils, who know the prevailing-sttuation

best;

- groups representing society in general.

Of the sources of information mentioned by Bjerstedt, curricula

and teachers were made use of in a way to be specified below.

Since the needs of society, as well as the needs of pupils are
¢+ emphasized in connection with objectives it is only natural
thet objectives should be rated according to their importance.

The question of t¥e priority of objectives has been stressed in
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the literature on the subject (e.g. Bjerstedt 1870; Ta;lor s
1965; Taylor et al. 1966) a;d it was the one emplgyed in Nis-
kanen's researchh(397351 of which the present study consti-
tutes a subject-related part. The question of the importance
of different objectives is essent'ial é? the level of a?single
supject and it has been used in a study of general over-all
objectives of foreign language teaching in diFFereﬁtquuntries
(Lewis 1968). Although importance has been chosen as the di-
mension in which the objectives age rated in this study, the
writer is aware of the fact that there might be other dimen-
si%ns equally essential, such as the motivational qualities

. .
of the objectives, their subject-matter value, or 2ase of im-

plementation.
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4, STATEMENTS OF. OBJECTIVES - \\

™~

4,1. Cognitive and Psychomotor Domain

\ —_

The preparation of objectives of the cognitive and psychahotor

area was guided by the present curricula (Mietintd I and II
1970, Nykykielé€'1974). The statements arey however, based
mainly on the cognitive and psychomotor part of Valette's
(1971) table of.éﬁeéifications for second-language instruction.
Tesle 1, on page 33, is a simpli%ied version of Valette's table
which represgnts the objeztives in terms of a twc-dimensional§
chart, with student behaviours on one axis and content on the-
other. The intersections of the two axes form a érid, each

cell combining the behaviour and content. The F{gures in the

cells indicate the number of statements in that area. The

LS
shaded cells are those which are not represented in the state-

ments, mainly because they are not mentioned in the curricula,

¢ .
LN <

In the content area of laaguage Valette also.ingludes kinesics
(body language), which i¥/not even mentioned in‘our curricula,
Teaching kinesics would be difficult for a non-native speaker
and, as a matter of fact, even Fgr a native sp%gbér who has

been abroad for long. Kinesics may not even be Yelevant in

this connection with English as the target language.
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Specificatibn of Objectives of Foreign Language

dInstruction

Table 1.
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. Culture ircludes Valette's'way-oF-liFe culture (social struc-’

ture, institutigns and The value system of the people), civi-
. $ 4
i lization culture (history, geography and the scientific achieve-
\ s 3

ments), arts, and literature.

Ay

Communication is a global category combining language and cul-. -
ture. It is not divided further into the categories of face-

-«
to*face communication, telephone and message as Valette has

N - -
N

done, because the member of statements had to be limited.

Rl . < Q '3

~ . As for student pehaviours the following two of Valette's cate-

¢

garies are omittedtfrom the area of understanding and produc-
tion: abiligy to analyse utterances ang patterns in terms of
ﬁﬁplicit (deep) meaning and ability tg analyse ﬁéteranoes and
patterns conveying the desired img{}cit meaning. The former

includes the. receptive skills of listening‘and readimg when
. .

emphasis is on the deeper meaning of the recording or text.
s S

The latter ludes the productive skills of speaking and writ-

-

\w’ing when studghts want fo exEress deeper levels of meaning.

’
w—

These arecas are not mentioned in our present curricula prob-
«

ably because achieving these types og behaviour requires more

‘experience with the languagé, and culture than it is possible

to give students in schools.
$

The statements of the objectives are to be found in Appendix 1,

)

where they are presented in'panddm otder. An attempt was made

to express the statements in terms of 'pupil behavioure, not,

3
*

however, in all cases observable behaviour.
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The area of knowledge e.g. actually consists of the behaviour
»
categories of recognition and producticn. If thag, however,
» ! -
had oeen taken into account in all cases the number of state-

ments would have increased, which might have made the subjectg

unwilling to answer the questionnaire. For the same reason it

"was-considered necessary to limit the length of the statemensts.

-

Specifying the purpose of the statements as well as criteria
-
and conditions would have greatly increased theiﬁ‘lengﬁh. Be-

sides, it is the present writer's opinion that at this stage

it is not possible tapecify criteria and COnQiLions evan with
{h959 pup+r‘EEFZ::::j:§the QutceﬁES of which can be predicted.
The question of whether it is adesirable will not be dealt with
here. Generally speaking the way in which objectives are ex-
pressed depends on the purpose for which they are used (Hali-
fen -1970). .

* v

-

-y

- .
As has already been mentioned the catégories are those used by

Valette (1871). There is some overlap, which must be remember-

<

ed when the results are interpreted. For example, in consider-
inglthe content of objective 7 (SOund—éymbol association), it

can in fact be taken to belong to the area of both spoken and

-
1

written language. Another example is number 8 (writing from

dictation) which can be considered to heiong to more than one

»

category depending on the kind of task that is given to pupils.

-—

—
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The numbers of the statements of sach area are given in the

following: T e
A-1.G 4, 41, 36, 25 - — .
A-2.0 12, 30, 27 : ~
A-3.0 28, 19, 42
B-1.0 18, 31 N .
t-1.0 17, 21, 7
c-2.0 5, 37, 23 °
- C 3.0 14 - | )
' . D-1.0 11
E-1.0 9
- E 2.0 16 .
F-1.0 .45 —
s F-2.0 13 ‘
G-1.0 24
- G-2.0 40, 44 \
H-1.0 1
N-2.0 8

- GH-4.0 33, 32, 29, 35, 43

-

N o

The question whether the fumber of statements of each area i;

enough to cover it'will be dealt with below in connection with

validity. ‘ -\
"

4,2, Affective Doma{;

. /

L

The preparation of statements of the objectives proved to be

A 4

problematic in the affective domain, an area which really re-

-

quires a study of its own. It had to be_decided whether to tie

the objectives to the content of English teaching or tReat them
%

o
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as far as possible, ipdgPendently of the subject-matter con-

tent..The affective domains of both Valetfgjs taxonomies (1971;
< -

Valette et al. 1972) are closely tied to the content of foreign
1

language teaching. At the timevwhgn the inééfument of thig
study was being prepared the later version was not available;
the earlier one coyered only part of the affective area. Using
Valette's taxohnmies as the basis for preparing the affective
goals of tg;tinstrument would have resulied in statements such

as the following, "the pupil is aware of the difference be-

+

tween the target language and the native language” or "ha ac-
{

cepts the fact that other people speak other languages". Thess

N

e
seemed trivial. Goals based on the higltsr stages of the later
version would CI;aply be unrealistic szfthe majority of hign

school ~tudentls,

>

. . . > .
It was decided not to tie the objectives ‘of the affective domain
to the content of English teaching except in those cases in

wh%é% it is impossible to make a statement without referring
e

to content. The decision is based on the following considera-

N

tion: if the objectives of the affegtive. domain are alsc tied

\ 2
to the contentpf specific subject matters there seems to be

nothing with which to carry out the general aims of education.
It is the affective dpmaig&that best represents the whole field

of education (Kansanen 1971a); even the aims of social educi-

tion can be treated as part of the affective domain (Niskanen

QB?B@). It would seem reasonable to assume that it is in the

affective area that the objectives which are common to dif-

v
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/
faerent subjects are to be found. These objectives havé/;een

called meta-objectives (Taylor 1366).

The categories of the affective domain of this study are the
same as those employed by ﬁiskanen in Fis study (1973a) namely
interests, attitudes, values and integration of personality.

The statements of the objectives are in part the same as in the
study previously mentioned with the exception that verbs are
used instead of nouns. The choice of the objectivés was based

on an analysis carried out by a giggp of foreign language teach-
ers and foreign language univers{ty students who were studying
education. The general aims of education of the comprehensive
school were analysed a5 to their relevance to foreign language
teaching. In this analysis Hakkarainen's collection of goal

and objective statements concerning pupils in the Comprehensive
School Curriculum (1971) was used. Those objectives of Niska-
nen's study which contained the same ideas as the genéral state-
ments of educational aims considered relevant by the group of
judges were selected. Statement no 34 (Appendix 1) was added
because it was considered by the judges to be an important ob-

jective of English teaching.

The numbers of the statements and the categories which they re-
present rre presented as follows. The statements are to be
{ound in Appendix 1.

Interests: 15
Attitudes: 39, 26
Values: 34, 22, 2, 10, 3

Integration of Personality: 38, 6, 20

LN
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Whether the number of statements of each area is enough to
cover it is a question which will be dealt with below in

connection with validity.




R

40

5. PROBLEMS

The present study concentrat%s on teacher’'s notions. of the
importance of different objectives of foreign language in-
struction on-three levels. The teacher's notions of educa-
tional objectives are based on the following three sources
and interaction between them: his personal-social background,
his training and his working environment (Kansanen 19872a),

It is relevant to ask to what extent the teacherds activi-
ties are.guided by his notions of objectives. The teacﬁer's
eff¥ciency has been found to bhe related‘to how clear his edu-
cational objectives are (Koskenniemi et al. 1965). It would
be réasonable to assume that teachers attempt to implement

in their teaching'those objectives which they consider im-
portant, a process whic#‘seems to be easier with the cognitive

. i

and psychomotor objectives than with the affective objectives.

-

The three levels chosen are elementary, intermediate and ad-
vanced level. Elementary level means grades III-LV (9-10-
year-old pupils) of the comprehensive school, Yntermediate
level grades VII-IX (13-15-year-old pupils), and advanted
level means senior secondary school (16-18-year-old pupils).
The elementary level is included because it is important to
consider pupils who are beginning the study of a foreign lan-
guage. The other two levels are important because pupils the$~

leave school and specification of the terminal behaviour of

P




41

4
.

foreign language lggrning has to be made. Grades V-VI of the
comprehensive school are npt included because it might not
have been possible for teachers to distinguish them’ from the
elementary level on one hand and the intermediate level on

the other.

First an answer is sought to the following question:

1. How is the importance of the objectives of English teach-

ol

ing rated by teachers at elementary, intermediate and advanced

i . "

levels?
Attention will especially be given to the way the importance
of the affective objectives.is réted compared to the cognitive
and psychomotor objectives. The affective objeFtives are con-
sidered to represent the general aims of education while the
cognitive and psychomotor objectives are subject-related. In

. order to investigate the interrelationships ot all the objec-
tives of the three levels and especially thc relationships be- .
tween the objectives of the two domains an attempt will be
made to answer the Follow:ng question: .
2. What are the dimensions of the importance of objectives at
different levels? ! \
In the curricula the cagnitive and psychomotor objectjves of
foreign language instruction are expressed in practically the
same way for all the levels; the only variation’is in the
amount of content. The a?Féctivg aims of edugation are the

same for the elementary and intermediate levels of the com-

prchensive school while the affective aims of education for
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. senior secondary school have not been officially stated at all.

It is considered necessary to compare the dimensions of the im-

portance of objectives to find out possible differences in the

- way the teachers appraised the objectives for

An answer is sought to the following question:

3, Are there differences in the dimensions of
objectives at the three levels? If there are,

are they caused?

the three levels.

the importance of

by what objectives

[N
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6. SUBJECTS

_Information f%r the study was gathered in March-May, 1973,
The questionnaires were answered anOnyméusly by English teach-
ers (N=100) of whom 71 were from comprehensive schools and
from jurior secondary schools and elementary schools which

follow the Comprehensive School Curriculum and 29 were from

Helsinki elementary schools.

When the choice oF:the subjects wag made the ilational Board

of Schools was contacted because the school system of Finland
is being changed with some parts having the comprehensive school
system and others still having the old one. From the list pro-
vided by the National Board of Schools those districts, both
urban and rural, were chosen which have beeprexperimenting with
the new system or which follow the Comprehensive School Curri-
culum. The heads of the districts, who were contacted by tele-
phone, promised to deliver the questionnaires to the teachers
along with a letter from the National Board of Schools (Appen-
dix 2) saying that the school authorities have no objection

to this study being conducted. Df the 170 questionnaires 111
(65 percent)l were returned, of which 40 had, however, to be
discarded because of missing information. Df the 60 question-
naires delivered to elementary schools in Helsinki 29 (49 per-

cent ) were returned. Elementary school teachers were asked to

fill in the questionnaires leaving no missing information,
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which is a serious source of error, the same thing should have

been done with the other teachers, too.

Besides the fact that the questionnaires wsare delivered Jjust
before the Easter holidays a possible reasan for the low num-
ber of returns and missing information may have been the
teacher's inability to answer the questionnaire. It may be
difficult especiélly for young teachers to decide what objec-
tives are essential and whag\Tﬁgg’zmportant (Heikkinen 1963).
On the other hand there is also evidence to show that qués-
tions concerning aims become more problematic along with in-
creasing years (Koskenniemi et al. 1965). Results of Kansanen's

studies (1971b} indicate the same trend.

English teachers of senior secondary schools were not included
in the sample 3s a special group but they can be found amorg
the subjects, since the comprehensive school and senior secon-
dary school can have the same teachers. The reason for not mak-
ing a special attempt to include these teachers was the fact
that the writer thinks their rating would possibly have been
influenced by £he school leaving examination, in which grammar
and translation are emphasized. It is possible that this exam-
ination is going to be either abolished or reformed and there
is much heated discussion abcut it especially at the time

when it is held, namely spring, which coinc{ded with the gather-

ing of information for this study.

The subjects are considered to represent English teachcrs of
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comprehensive school level in Finland. There are teachers from
all the provinces of Finland including Uusimaa, which is the
last to get the comprehensive school system. To what extent

the type of school influences the way teachers appraise the
objectives is not known. It is, however, known that they have
all been given information of the Comprehensive School Curricu-
lum but they have had little or no experience with compreﬁQn-

sive schools themselves,

26 of the subjects had taken the final examination in English
at the highest level ("laudatur”"), 59 at the intermediate level
("cum laude"), 9 at the lowest level ("approbatur”) and 6 a
special course. The group is very heterogeneous with regard to
t he other studies they have undergone to become teachers and

the position they hold, which is natural at a time of change.
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7. RESULTS

7.1, On the Instrument

The distributions of the ratinmgs concerning each statemegt at
gach level were counted. In most cases the distributions ap-
proximated to the normal. The statements whose d;;tributions
werc ctrongly deviant from the normal were 19 and 28 at the
elementary level and 22 at the intermediate level. At the

other levels the distributions of these statements approximated
to the normal. With an instrument like this it would not be
reasonable to expect each item to have a normal distribution,
With some objectives there must be strong agreement as to their
importance among the teachers. It was not considered necessary
to discard the above-mentioned items on account of their dis-
tributions, since they are objectives of English teaching and
it is essential to see how they relate to other objectives on

each level. In addition, statistical analyses are not very

sensitive to distributions not being normal (Mustonen 1965).

The intercorrelations of the objectives at each level are to
be found in Tables 2-4 (Appendices 4-6). Judging by these
correlations there are no objectives which measure the same
thing. The correlations between the objectives at different
levels are to be found in Tables 5-7 (Appengices 7-9)}. It is

to be noted that in these tables the numbers used for objec-
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tives at the elementary levef are 1-45, the numbers of the ob-
jectives at intermed ¥te level are 101-145, and those of the
objectives at the advanced level are 201-245. Judging by the
correlations of the importance of the same objective at three
different levels the writer was justified in keeping the lev-
els separate.

? .
2 There is no empirical evidence available concerming the valid-

ity of measurement. The type of validity most relevant to the
instrument employed in this research would be content validity,
which expresses ‘he degree to which the instrument samples the
content. According to Nunnally (1967} content validity could

be ensured by having a representative collection”of items and
by using "sensible" (p. 8) methods in the constructibn of in-
struments, In the present study it.is hoped that all the Oq’/
jectives of foreign language instruction are represented in

the instrument. Consequently, in this case there is no gues-
tion of sampling the'conten%. The construction of the instru-
ment is based on Valette's specification of objectives, previous
research (Niskanen 1973a), expert opinion and the present cur-
ricula. An example will be given to shew how the curricula af-

&
fected the construction of the instrument., Of the cognitive

sybareas, G-2 is represented by the Followiﬁg/statements: )
"the pupil is able to answer questions on the content of a
text he has read” and "the pupil is able to translate an English

text into Finnish", However, G-1 is represented only by the

following statement: "the pupil is aQ&? to answer questions

-
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on something he has heard”, because interpretation or transla-
T -

tion from spoken English .into Finnish is not included in the
-0 vy .

curricula. The present writer con;iders the instrument as a

whole to have satisfactory content validity, which may not be

true of some subareas of the instrument. For example the know-

l¢ige of culture is represented by four statements, which is
rd
far too few considering what is included in culture (p. 391},

4
In tha communication category there are no statements which

- J

explicitly include cultural material. The question of what

cultural material to include and how to present it is a very

important one and requires a s%ugy of its own. Interests ars
represented only by the following statement: "the pupil takes
an active interest in English in his spare time”. It might be ,

thought necessary to make more statements of interests by hav-

PR

ing their content Qifferentiated into spoken‘language. writ-
ten language and culture. Since language, however, consists of
spoken and written language and éulture is always involved in
language, these items are considered to be included in "inter-

est in English". To make sdparate statements for each of them

W2

would have increased the number of statements, which might

*
-

have made teachers uﬁwilling to answer the questionnaire,
. For the same reason attitudes are only represented by two
statements. As previously mentioned the affective area also re-

quires a separate study.

' )

The only estimates of reliability that are available are the

communalities of the statements (Tables 2-3)}. There are a few
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statements with rather low communalities; in most cases they
are not, however, consistently low at each level.
»
é&.2. Problem 1
The meaus, which tell how the importance of objgﬁkives was
rated, and the standard daviations which tell us about the
agreement bétween the raters, are to be found in Appendix 3.
The numbers of the objectives belonging to the affective do-
main are und®rlined in the table. The most and the least im-
portant objectives of both of the domains on sach level ars
given below with their means and standard deviatioms in
brackets. .
Elementary Cognitive ard st%homotor Domainm
level :
The mgst important objectiveg: Y
18. the pupil is able to discriminate two words
from each other on hearing them (3.92, 0.97),
B-14.10 .
25. the pupil is able to pronounce different sounds
and sound combinations (3.88, 0,97), A-1.0 ¢
' . 11. the pupil is able to discriminate two sentenes
from each gther on hearing them (3,84,-0.96),
D— 1 . O ~ : ip:;:
31. the pupil is able to differentiate between -
' sounds (3.76, D0.99), B-1.0 )
T ————— ~

v

(e
Y -
-~

1.4
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The least important objectives:

- - 28. the pupil is able to mention English writers
! _ -~ and their works (1.13, 0.51), A-3.0

8. the pupil is able to translate a Finnish text
into English in writing "1.22, 0.66), H-2.0

19. the pupil is able to memtion geographical
places in England (%.28, 0.58), A-3.0

A3. the pupil is able to communicate with an
English-speaking perscn in writing (1.38,
0.65), GH-4.0

Affective Domain

-~ The most important-objectives: \

*

22. the pupil is not aFraid\cF speuking English
(4060, 0083) \

26. the pupil develops a positive attitude towards
the study of English (4.41, 0.83)

34, the pupil wants to use English on his awn
initiative (3.89, 1.04)

N 33. tHe pupil develops a positive attituds towards
English-speaking people (3.33, 1.04)

The least imporﬁant objective:

15. the pupil takes an active interest in English
in his spare time (2.10, 0.394)

-~

y -..

Intermediate Cognitive and Psychomotor Domain |
level

The most important objsctives:

-

4
25. the pupil is able to pronounce different
sounds and sound combinations (4.02, 0.77),
A-1.0

11. the pupil is able todiscriminate two sentences
from each other on hegring them, (3.95, 0.85),
D"100

18. the pupil is able to disti
from each other on hearin
B-1.0 . .

17. the pupil is able to pyoduce grammatical
structures orally (3.86, 0.82), C-1.0

uish two words
them (3.89, 0.97),

-
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The least important objectives:
(-4
: . . 28. the_pupil is able to mention English writers.
; . arnd their works (1.66, 0.71), A-3.0
£ , 16. the pupil is able to copy sentences (1.81,
1.05), E-2.0 .
E . . 189. the pupil is able to mention geographical
’ places in England (2.02, 0.86), A-3.0
- 42, the pupil is able to mention features typical
of life in England (2.21, 0.71), A-3.0 >
, PN . .
. ‘Affective Oomain
N ) ) ,
W .. The most-important objectives:
L4 -
‘!).‘ « <
Y 22, the pupil is not afraid of speaking English~
Ly a2, 0.77)
‘N ,26. the pupil develops a positive attitude towards
_the study of English (4.31, 0.94)
34. the pup¥l wants to use English on his own
\ tnittative (4,11, 0.93)

39. the pupil develops a positive attitude towards
english speaking people (3.44, 1.04)

The least important objective:

20. the pupil develops empathy (2.58, 0.82)




Advanced
level
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Cognitive and Psychomotor Oomain

The

35.
17.
4,

25.

The

16.
19.
28.

9.

most important objectives:

the pupil is able to talk with an English-

‘speaking person (4.24, 0.87), GH-4.0

the pupil is able to produce grammatical
structures orally (4.08, 0.91), C-1.0

the pupil knows the stress and intonation
pattern of the language (4.06, 0.81), A-1.0

the pupil is able to pronounce different
sounds and sound combinations (4.04, 0.92),
A-1.0

least important objectives:
the pupil is able to copy sentences (1.68,
1.07), E-2.0

the pupil is able to mention geographical
places in England (2,28, 0.95), A-3.0

the pupil is able to mention English writers
and their works (2.44, 0.87), A-3.0

the pupil is able to repeat sénténées and
dialogues (2.43, 1.14), E-1,0

v
. -

N

Affectdve Oomain

The

22.

26.

34.

38.

The

20.

most important objectives:
3

o

the pupil is not afraid of speaking English
(4.62, 0.81)

the pupil develops @ positive attitude towards
the study of English (4.28, 0.93) ’

the pupil .wants to use English an his own
initiative (4.23, 0.85)

the pupil is able to work independently and
purposefully (3.54, 0.99)

least iﬁportant objectivé:

the pupil develops empathy (2.65, 0.89)
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At the elementary level the most important objectives in the
cognitive and psychomotor domain are connected with pronuncia-
tion and discrimination and mainly concern the psychomotor
area. The importqnce of these objectives seems tc remain con-
sistent throughout the other levels. Objectives connected with
culture and skill in writing are regarded as the least impor-

Their importance, howevefT\sljghtly increaces at the

her levels. As far as the relationship between the two do-
mains is concerned the objectives in the affective domain are

considered more important than the uthers. The most important
/

affective goals are those connected with the content of English

teachirng and they are considered the mgst important in the af-

fective area even on the intermediate level.
™

At the intermediate level the most important objectives in the

RN (/. )

cognitive and psychomotor domain are also connected with pro-

nunciation and discrimination in the same way as at the elemen-
tary level. Here, however, producing grammatical structures and
recognizing them when heard are also considered among the most

important objectivec. Their“importance increases at the advanced

lsvel where the leadt important objectives concern cuAture and

vcupying, which is»considered the most important at the elemsn-
tary level. The oggectives in%he affective area are the same
as ébove, with the exception of the least important of them

which is empathy. It is the least important objective of the

affective domain even at the advanced level.

-
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At the advanced level the most important of the objectives

in the cognitive and psychomotor area is the pupil's ability

. L
to talk with an English-speaking person. The other objectives

also stress oral ability. The mechanical skills of copying and
répeating, and cultural iteméﬂére considered the least impor-
tant. In the affective area it is interesting to note that it is
not until thié level that e;_objective with no special content

of English is considered among the most important.

As-can be seen frdm the géans almost'hll’the objectives are
considered more important at the advanced level than_at the
lower levels., The teachers' rating of the importance of objac-
tives suggests that written language is a neglecfggrarea. The
most important cognitive and psychomotor.objectives fall in the
area of spokgn language with student behaviours representing
the category of knowledge and perception (A, B, C, D-1.0).

The only exception is the following statement: "the pupil is
able to talk with an English-speaking person",.which was ratad‘
as the most important objective at the advanced level, In that
statement the content area is also gﬁoken language but the
student behaviour represents a higher category. Tablg 2 on the
next page presents a summary of what was previously said on the
objectives in the cognitive and psychomotor area. Each level is
presented by its initial letter. Capital letters stand for the

most important objectives and small letters for the least im-

portant.
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Table 2. The objectives rated as the most important and the
least important at each level

BEHAVIORS
. CONTENT Ale |c o |e | F¥: |
1.0 Spoken language E E I E
1.1 Vocabulary I E A I a
1.2 Grammar AA I
1.3 Phorology -
2.0 Written language ?7, 24, /
g.? xocabulary ggééé' ééggé i o
.2 Gpammar a
2.3 Spelling . //j;g /j;;é .
% % %
3.0 Culture (53 // //@%
aé 7/42%;£ géggégfééégééég
. . A
4.0 Communication gfzggfgééz/fégé/éazééfiéé o




Standard deviations tell us about agreement on the importance
of objectives among the raters. Thesobjectives with the great-
est dispgreement are givén below with means and standard de-

vigtions in Grackets: N

Elementary level

16. the pupil is able to copy sentence$ (2.23, 1.20), E-2.0

4, the pupil knows the stress and intonation pattern of
the language (3735, 1.14), A-1.0

35. the pupil is able to talk with an English-speaking
person (2.63, 1.14), GH-4.0

Intermediate level

-~

3. the pupil develops a sense of responsibi13ty (3.10, 1.09)
16, the pupil is able to copy sentences (1.81, 1.05), E-2.0

Advanced 1level

3. the pupil develops a sense of responsibility (3.26, 1.19)
9, The pupil is able to repeat sentences and dialogues
(2.43, 1.14), E-1.0_

. -~

Oifferences in the way the teachers appraised the objectives
could be attributed to their personal-sncial backgrounds and
perhaps also to an initial lack of knowledg%lof objectives due
to deficiencies in their training. The subjects' experiences as
teachers could also cause diFFerencesh(Ransanen 1871b; Kosken-

niemi et al. 1965; J. Leino 1974), -



57

7.3. Problem 2 .

Factor-analyses, which reveal the dimensions of the importance
of objectives, were carried out to investigate the interrelation-
ships of the objectives at the three levels and especially the

reiationships between the objectives of the two domains.

Factcrization was performed by the principal axes method.

The unrotated factor _matrices ére»presented in Tables 8-10
(Appé?ﬁices 10-12). }he Varimax-rotated factor matrices are
to be found in Tables 3-5 on'the folldwing pages. Four-factor
solutions were chosen as the basis of interpretations on each
level, Consideration was given to the zase of interpretation,
the size of the sample, and the number of variables. The
eigenvalues o% the following factors Qould have Jjustified

the inclusion of the fifth factor on the elementary and ad-

vanced level.
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Table 3. Rotated -Factor Matrix. Elementary Level.

(N=100)
I I III Iv h?
1 .81 -.11 .00 -.05 .38
2 .14 -.07 .30 .19 .16
3 -.18 -.01 -.07 .70 .54
4 -.05 .33 .36 -.03 .25
5 .65 -.06 ~-.11 .02 .44
6 -.02 -.0% .12 .74 .57
7 .43 .28 .14 -,09 .29 7
8 .65 -.30 .10 .03 .52
g -.06 .19 .03 .05 ..04
0 -.11 .11 .02 .77 .82
11 -.21 .75 -.08 .06 .62
12 66 .07 -.03 -.21 .48
13 72 .06 -.05 ~-.00 .52
14 .51 .04 19 -.16 .32
1 A3 .07 .42 -89 .24
16 .37 .08 -.26 .10 .21
17 -.03 .55 .2/ -.08 .38
18 -.25 .76 .01 -.05 .85
19 51 -.26 -.00 -.0% .33
20 -.02 -.08 .33 .32 .22
21 =012 53 -.02 .01 .28
22 -.35 .19 .50 .03 .41
23 .59 .02 -.02 -.u4 .36
26 .28 .12 50 .14 .36
25 -.14 .50 .31 -3 .39
26 -.32 27 36 .15 .33
27 .56 -.08 08 -.23 .39
28 B -.36 03 -.06 .56
29 56 .05 11 -.02 .32

3h =020 . 00 .21

30 .24

31 -.18 .55 -.03 .23 .39
32 .53 -.714 .25 .18 .39
33 .19 .06 54 .03 .34
34 -.27 .13 .50 4107 .44
35 -.05 -.05 .6 .10 c.44
36 .11 .52 3 -1 .31
37 .25 .51 .05 -.00 .33
38 -.08 -.10 61 .23 .44
39 . 05 .10 . 3% A .29
40 .61 -.08 .00 .07 .38
41 .07 50 .03 . 09 26
47 .58 L12 .13 .08 .37
a3 64 -.,2? .17 -.18 .52

44 .30 .23 .42 -.00 W32
45 L4000 L 22 .18 .32 .34

Eigenvalues 6.86 4.11 3.42 2.54 16.94
7.6 5.7 37.7

O
-

Eigenvalues 15.3
as a percent-
age of the

Q number of

[}{B:‘ variables
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Factor I~ 1 the pupil is able to translate orally .61
— from Finnish into English, H-1.0
5 the pupil is able to produce grammatical .65

structures in writing, C€-2.0

7 the pupil is able to relate the word heard .43
- to the corresponding written symbol, C-1.0

8 tne pupil is able to translate a Finnish~ .65
- text into English in writing, H-2.0
12 the pupil is able to produce words in .66
writing, A-2.0

13 the pupil is able to manipulate a sentence .72
in writing, F-2.0

14 the pupil is able to describe habits and .51
customs of Englishmen, C-3.0

16 the pupil is able to copy sentences, .37
£-2.0

19 the pupil is able to mention geographical .51

places in England, A-3,0
23 the puﬁiﬁ%&% able to spell words correctly, .59

c-2.0 A% oo
27 thc_gf&i} is able to read phonetic writing, .56
A_Z-O - !
28 the pupil is able to mention English .65
writers and their works, A-3.0
29 the pupil is able to write from dictation, .56
GH-4.0 .
32 the pupil is able to write on a given .53
topic, GH-4.0 ‘
40 ,the pupil is able to translate an English . B1
‘text into Finnish, G-2.0
Aé ‘+he pupil is able to mention features .58
¥Y <typical of life in England, A-3.0
’ “43 the pupil is able to communicate with an .64
s English-speaking person in writing, GH-4.0

With one exception, the content area of the objectives of this
factor is written language or culture which is closely related
to language. All areas of pupil behaviours are represented.

This factor is called a factor of the cognitive and psychomotor

objectives of written language.
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Factor II 11 the pupil is able to discriminate two .75
sentences from each. other on hearing
them, 0-1.0
17 the pupil is able to produce grammatical .55
structures orally, C-1.0 a//
18 the pupil is able to differentiate words .76 h
from each othe™an hearing them, B-1.0
“™21 the pupil knows the meaning of the gram- .53
matical structure which he has heard, C-1.0
25 theo pupil is able to pronounce different .50
sounds and sound combinations, A-1.0
3t the pupil is able to differentiate .58
between sounds, B-1.0
36 the pupil knows the meaning of a word he .52
- has heard, A-1.0 ¢ ’
37 the pupil knows the meaning qf a writtcn .51

grammatical structure, C-2.0

41 the pupil is able to produce words .50
orally, A-1.0

Factor II consists of objectives which concern spoken language.
There is gne exception, however, to indicate that it is not
nossible to heep objectives of spoken and written language en-
tirely separate. Pupil behaviours fall in the'areas of know-

ledge and percepfion. Most of them represent psychomoctor skills -
with diFFerentiatioﬁ or discrimination objectives having the

highest loadings. The factor is cailed a factor of the know-

ledge and peréeption objectives of spoken language.

1
{

2




Factor III 15 the pupil taﬁes an active interest in .42
, . English in his spdare time
22 the pupil is not afraid of speaking .50
» . English “ .
24 the pupil is able to answer questions on Y
something he has heard, G-1.0 n N
33 the pupil is able to speak on a given .54
topic, LH=-4.0 - . .
34 the pupil wants to use English on his .59

own initiative

~ 35 the pupil is able to talk with ap English- .65
speaking person, GH-4.0 ’

38 the pupi] is able to work indepepdently .61
and purposefully e
This f&ctor consists of affective objecdtives, three of which PY

-

are tied to the content of English. The cognitive objectives
concern understanding and producing spoken language. The fac-
tor is call?d a factor of the objectives of the affective :

domain and oral communication.

4

Factor IV 3 the pupil develops a sense of .70
responsibility

"B the pupil develops perseverance ) .74

%0 the pupil develops co-operation .77

39 the pupil develops a positive attitude .41

towards Engligb—speaking people

4

-This factor consists of objectives of the affective domain.
. The objective with the lowest loadihg is tied to the .antent
of English, the otheré are not. The factor i1s called a factor

of general affective aims in English teaching.

. 9
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Table 4, Rétated Factor Matrix. Intermediate Level.
(M=100) -

r—~ 11 1II IV hé
B
.01 .41 .14 .02 19

1
2 "-07 -05 \;A_&\ 103 -21
2\ 30 ~_C.03 .78 -.00 .54
. -

: 33 .06 19 .15
b 02 ) 19  -.19 .33
i .14 .09 .78 .00 .62

7 37 .32 -.05 ~.18 V27
8 -,18 .02 01 % 14 .44
-0 0u o - 76 35 -.028 .21
0 .19 -.03 .71 -.05 .54 -
11 A8 -, 08 25 -.02 .53
10 C 13 .52 1 -0 .31
13 .01 ., a9 100 -.07 126

4 56 -.100 .14 .35

15 05 .10 ..-.04 .46 .23

16 .06 .41 -.,10 -.718 .21

w7 .Y.42 0T .20 .18 .25

n Jh o -2 .18 L7 .61

4 197 -,15 .54 -.04 =703 .31
20 .03 WJTT .83 .18 .44

21 55 -,02 .74 .12 L33,

20 L300 =023 W17 .49 .47

23 -.00 54 02 =13 .31

24 18 AT =01 - .48 24

- 24 .51 -.09 .14 .34 . 40

. 0B UIE -.21 .34 L300 .32
27 .36 .23 .0 .00, .19
28 -.08 .54

. -.09 .06, .42 N
v 29 .22 .48 -3 LTy 32
30 .60 20 -.01 -.1% .42
, 31 72 -.09 W21 .07 W h7
. 32 -.02 R .18 .35 .34
. 37 -.N02 a7 L2 .63 Y,
14 L12 =020 .03 .OR LA80
. : 35 -.00 -,13 12 E7- .48 .
36 .54 06 -.19 .17 M36
37 .54 190 =017 027 A3
38 .05 .00 OB .49 .36
39 .19 W13 v .16 .24
40 .07 .50 03 1 W27
a1 .58 .00 -.03 -.02 .33
N 42 .0a 56 -.0D .09 .33
43 -.01 .56 -.03 .33 .41
a4 .17 W22 -de o uhd s
Eigenvalues 4,60 4,71 3.47 3.32 16.11 —
Eigenvalues }0.2 10.5 7.7 7.4 35.8
as a percent- 3
age of khe

unmher of
variables - “
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Factor I it the pupil is able to discriminate two .88-
sentences from each other on hearing them,
0-1.0 ’ .
&
P ./ the pupil is abTe to produce grammatical .42
g structures orally, C-1.0 5
. 18 the pupil is able to discriminate two ] .75
’ words ‘from each other on hearing them, B8-1.0
21 the pupil knows the meaning of the 55
grammatical structure which he hae heard,
C-1.0 * . ,
25 the pupil is able to pronounce different .54
! sounds and sound combinationhs, A-1.0
30 the pupil knows the meaning of written .60
words, A-2.0 . T,
- 31 the pupil is able to differentiate 72
- between sounds, B-1.0 . :
36 the‘DuSil knows the meaning of a word .5&’///———
he has heard, A-1.0 : . S ~
37 the pupil knows the meaning of a written .54
grammatical structure, C-2.0 . .
41 the pupil is able to produce words orally, .S58
A-1.0 -
U 2
The factor consists of objectives which concern spaken language.
Therz &rg iwu exceptions, however, which shows that ‘the objec-

tives of spoken and writter language cannot be kept separate, .

although the emphasis is on spoken/"language. Pupil behaviours
t

.fall in the areas of knowledge and perception. Most of them re-
®

present psychomotor skills with di?Ferpntiation or discrimina-

tion objectives having the highest loadings. This factor is cal-

led a factor of the'knowledge and perception* ocbjectives of

spoken language in the same way as the 586!35 Factor'pF'the

elementary level, which it resembles.
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Fac¥r II 5 the pupil is able to produce gprammatical .51
structures in writing, C-2.0 ’
8 the pupil is able to translate a Finnish .62
EQXt into English in writing, H-2.0
12 the'pupil is able to produce words in .52
Writingp A"Z‘.O . ’
13 the pupil is able to manipulate a sentence .49
s in writing, F-2.0
: 14 the pupil is able to describe habits and .56
customs of Englishmen, C-3.0 ’ ’
16 the pupil is able to copy sentences, 4 41
E‘2.0 -~ P - Y -
18 the pupil is able to mention geographical .54
places in England, A-3.0 | .
Y 23 the pupil is able to spell words correctly., .54°
: C-2.0 ¢ -
29 the pupil is able f& write from dictation, .48
GH‘4.0 ’
32 the pupil is able to write on a given 43
» topic GH-4.0 . :
40 the'pbpil is able to translate an English « 50
text into Finnish, G-2.0
42 the papil is able to mention features .56
typical of life in England, A-3.0
\ 43 the‘pupil is able to communicate in ®riting .56

with an English-speaking person, GH-4.0

The content of the‘obiectives of this' factor is written language.
or, in three cases, culture which is always involved in_language.
All areas of pupil behaviours are represented. With the possible

exception of copying, they can be considered to belong.to the ’
‘A
ve area. This factor is called a factor of the cognitide
L ad

Q@ N -

cogniti
i

.and'psychomutor objectives of written language. -

e )
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Factor III 2 the pupil develops international under- .45

) tanding :
. -3 the pupil develops a sense of responsi- .78
bility
b 66 the pupil develops perseverance .78
1%}18 pup\il develops co-oparqtion .71
AN
20 he pupil develops -empathy ™ .63
38 the pupil is able to work independently .46
Nand purposefully R

38 the pugel develops a positive attituds 41

ol

towvards English-speaking people

P
: . . . N ’ .
The factor consists of the objertives of the affective arsa which -

are not tied to the content of ‘English teaching with the exception

.-
1
of a poqﬁflvg attltude towards English- ipeaklng peaple. The Factor
\
is called a f&ctor of the general affective aims in English t#ach-
ing. . )
\ S~
\ S -
/ S
.i | “
Factor IV 15 the pupil pwkes an active Prnterest in .48
’ English in“his spare time >
22 the pupil is not afraid of speaking 4
English
24 the pupil s able to answer questions on .44
> something he has heard, G-1.0 )
33 the pupil is able to speak on a given .63
topic, GH34.0
34 the pupil wants to use English on his .58
\ . . . . .
\ " own initiative X ‘
b 35 the ouoi! is able to talk with an English- 67
speaking person, GH-4.0
. 44 the pupil is aple to answer questions on , .54
N\ the content of text he has read, 6G-2.0
} Objectives of communication skills are loaded in this fagtor. The
« other.objectives belong to Uu;a??ectlve are ‘with English as the
Qpntent. The factor is called a factor of the objectives 0? com-
Q ® munication and the affective domain. \\\
ERIC ,
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Table 5.
‘(N=100)
3
I
1 .00
2 .02
3 .08
4 .37
5 .00
6 .05
7 .53
Wl
- .33
10 .22
11 .76
] 12 .74
13 .47
14 .04
15 .05
16 .09
17 .48
18 .85
19 .0
20 .2
21 .6
22 .54
23 .36
24 .29
- =25 72
26 .40
27 :.48
208 .02
e 29 .44
30 .62
31 .73
' 32 . %
33 12
i 34 .44
35 .13
36 .h8
37 .43
38 20
39 22
40 .09
41 .60
42 .24
43 .04
44 .26
45 .52
Eigenvalues 6.95
Eigenvalues as a 15.4

percentage of the

it

Q numbar of variables

nlo o

II

.49
-.06
.02
-.04
.44
7
.34
.62
.32
.02
.14
.45
.34
.55
.09
CH
.18
.04
.54
T
.13
-.19
.26
.0a
-.14
.38
71
<41
.15
.07
« 32
.04

- Nt
« &)

—010
.03

6 -

.10
16
.63
.16
.55
XA
l29
.37
4.79
10.6

w
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III

.29
.62
.83
.08
.19
.79
.07
.13
.21
.57
.12
.09
. 06

-.04

-, 12

-.18
.22

112

.08

.86

.24
.28
.13
.06
S
.33
o1
.02
.07
.08,
.16
.24
.27
.21
.08
.07

]

a3
.39
.06
.08
.05
10
.06
.13

.71

]

Rotated Factor Matrix. Advanced Level.

IV h?
.16 .3¢
.03 .39
-.02 .71
-.01 W15
© .16 .26
.09 . 66
.1; .41 r
.21 .45
-.27 <33
.02 .49.
.00 .61
.07 .27
-.07 .35
.00 .30
.50 .28
-.19 W17
.25 .37
el .75
-.06 .30 //// ~
-.02 .37
.29 .52
.32 .51
-.01 T.a3
.44 .35
.12 .54 -
.28 .36 5 ~
-.01 .39
12 .51
.17 .39
.30 .51
.09 .57
.53 .46
.60 .45
.35 .50
.61 A1~
3 .41
.46 .43
.28 .36
.06 .23
.29 .49
.20 .42
-.00 .36 ]
.53 .49
50 .40
13 .44
3.44 18.88
7.6 41.8
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Fsctor 1 7 the pupil is able to relate the word .53
heard to the corresponding written
symbol, C-1.0

11 the pupil is able to discriminate two .76
sentences from each other on hearing them,
- 0_100 M
13 the pupil is able to manipulate a sentence .47
in writing, 2.0
17 the pupil is able to produce grammatical .48

structures orally, C-1.0

8 the pupil is ables to discriminate two words .85
from gcach other on hearing them, B-1.0

21 the pupil knows the meaning of. the gram-t . B1
matical structure which he has heard, C-1.0

22 the pupil is not afraid of speaking .54
English I -~

25 the pupil is %ble to pronounce different 72 .

sounds and sound combinations, A-1.0

27 the pupil is able to read phonetic .48 .
writing, A-2.0

30 the pupil knows the meaning of written .62
words, B-1.0

31 thée pupil is able to differentiate between 73
J sounds, 3-1,0 ‘ T

36 the popil knows the meaning of a word he %55
has heard, A-1.0 ’

41 thec pupil is able to produce words orally, .60
N —,A"l.ﬂ :

45  the pupil is ables to manipulete a sentence .52 °
orally, F-1,0

The contomt of the objcctivqs is spoken langnage except in t@o
cases, one of which concerns reading phonetic writing and could
aljg be considered. to belong to the aree of spoken language.
Mnst student behaviours fall in the arca of knowledge and PET™_

eeption. The factor is called a ﬁac%or of knowledge and per-

cch}ion objectivcs of spoken language.

hY

<
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Factor II 1 the pupil is able to translate orally ) .49
) from Finnish 1nto English, H-1.0 - /

5 the pupil is able to pngsace grammatical .44 )
structures in writing, C-2. 0

Lo 8 the pupil is able to translate a Finnish' .62
: text into English in writing, H-2.0

12 the pupil is able to produce words in .45
writing, A-2.0

14 the pupil is able to describe habits and .55
customs of Englishmen, C-3.0

13 the pupil iscable to mention geographical .54
places in England, A-3.0 :

P :
23 the pupil is able to spell words correctly, .53
~ C-2.0 .
28 the pupil is able to mention English .71

writers nd their works, A-3.0

40 the pupil is able to translate an English «+63
text into Finnish, G-2.0

42 the pupil is able to mention features .55
typical of life in Eneland, A-3.0

With one exception the content of the objectives is written lan-
guage o;'culture, which are closely interwoven. Pupil be;aviours
fall in the area of knowledge, understanding, and production.

Thé last two are represented by translation. The factor is called

a factor of knowledge and t;anslation ohjectives of writtgn lan-

: ]
. Buage. _
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Factor III 2 the pupil develops international under- .62
*, standing

- 3 the pupil develops a sense of respgpsi- .84

bility

6 the pupil develops perseverance .79

10 the pupil develops co-operation .67,

20 the pupil develops empathy .56

38 the pupil is able to work ﬂndependently . .43

and purposefully

El)
.

The factor consists of objectives of the affective area which
are not tied to the content of English teaching. The factor is

called a factor of the general affective aims in English teachs

ing.
Factor IV 15 the pupil takes an active interest in .50
English in his spare time :
24 the pupil is able to answer questions on .44
something he has heard, G-1.0
) 32 the pupil is able to write on a given .53
topic, GH-A.Uj
33 the pupil is able to speak on a given .60

topic, GH-4.0

35 the pupil is able to talk with an English- .61
speaking person, GH-4.0

- .

43 the pupil is able to communicate with an .53
English-speaking person in writing,-GH-4.0.

44 the pupil is able to answer questions on: .50
the contents of a text he has read, 6-2.0

The content area of the objectives is the global category of
communication with stud¢®t behaviours béing understanding and
production. Tﬁe factor is called a factor of the objectives of

communication.
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Problem 3

)
in order to-get inFormati;n on the invariance of the factors
between the three levels, Use was made of svmmetric transforma-
tion analysis {(Mustonen 1966) employed in _previous educational
studies e.g. by Niskanen (1968). Transformation matrices will
only be presented since they showed a good correspondence be-
tween the factors, wHich could, in fact, be seen by mere in-"

tuitive inspection of the factors. Had there been more variance

between the factors it would have been necessary £ investigate
1

what objectives caused it. Transformation matrices are presentei

~,

in Tables 6-8. The following numbers are used in the tables *o

present th# }evels:

-
il

elementary level

N
]

intermediate level

advanced level

Table 6. Transformation Matrix L(1,2)

intermediate level

1 2 3 .4 -
t .07 .39 .03, ~-.01
elemen£ary 2 .99 -.07 -.03 .03
level - 3 -.03 .01 .18 .98
’ 4 -03 --03 098 _118

L]

e



N —

71

Table 7. Transformation Matrix L(1,3)

R
T
<o

“ 1

— ‘o .09
2

elementary ° +98

lovel 3 -.03

4 14

2

Table 8. Transformation Matrix L(2,3) s

1 .99

. R ? -
intermediate ~ -
level 3 -.04
4 -.02

2
.99
-.08
-.04
-.07

2
.02
.99

-.00
.

. ~advanced level

3 4
.06 .02
-.14 .07
.27 . 96
.94 ~.26

advanced level

3 4
.04 .03
.0 -1
.99 .09

-.09 . 98

The transformation matrices show a good correspondence between

~. the factors QF the importance of objectives at the three levels.

This can be due to the fact that because spoken language had

been neglected for a long time it is row considered the most im-

portant content area at each
the similarity is due to the
fact that the teachers Péted

gach level no matter whether

level. If‘can also be asked whether
form of the questionnaire or the
the importance of the objectives at

they teach it or not. As for the

questionnaire the ratings were close to each other on the same

line. It might be assumed that the way an objective was rated at

one level would have influenced the way it was rated at another

level. There is no way of knowing to what extent this is true.
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Q
3

the other hand, however, the shift from the elementary level

ct
0

*he intermediate level is a gradual, not a sudden one, which
is also true of the shift from the intermediate level to the
advanced lovel., Thus, in any case, it is quite natural tﬁat the
same chjratives are correlated with each other at diFFerént lev -
el . As tor the subjects it was the writer's purpose to have

the same teachers appraise the objectives at each level irrespec-
tive of the fact whether they teach at that level or not. Find-
ing samples of teachers who only teach at the elementary level,
or intermediate level or advanced level would be very difficult
since teachers usually teach at different levels, which vary
from year to year. In any case, teechers should be aware of what
precedes and comes after the level at which they happen to bs
teaching. If this is not the case, as the results of this study
srrm.to indicate, teachers should be given proper continuation

training.,
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8. O0ISCUSSION

Of the objectives in the cognitive and psychomotor domaiq»those
with spoken larnguage as content and knowledge and perceptionfas
pupil behaviours were rated as the most important at all levels.
None of the objectives in the affective domain wera consiaered
unimportant. The most important at each level were those tied to
the content of English teaching. The fact that there was only

little change in the ratings of the importance of objectives at

dif ferent levels was also to be seen in the facgtor-analyses which

P

were ca;%%ed out to find out the dimensions of the importance of
objectives. The importance of the objectives of the aFFeetive
domain was mainly connected with the communication objectives.
The good correspondence between the factor structures was shown

by the transformation analysis.

If it can bé assumed that there is nothing in the form of the
statements that caused the teachers to answer the way they did
and if it car be ;;;umed that the priority given to certain ob-
jectives shows what areas are emphasized in the teaching of Eng-
lish at different levels, it seems that the content area of
written language and student behaviours which are higher in the

taxonomy are given too little attention. This is partly true of

communication, too. Spoken language had previously been neglected

for a loog.time, which may account for the emphasis now put on it.

Written language becomes, however, mnre important at the inter-

N
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mediate and advanced levels since pupils will be more and more
dependent on it sven when they want to improve their skill in
speaking (Logkett 1972). Besides, it has been found that read-
ing comprehension is retained longer than the other skills and

it is easy for pupils to maintain standards in it themselves
(Allen et al. 1972; Rivers 1968). It must, however, he remember-
ed that the teachers who answered the questionnaire mainly re-
present the comprehensive school level. Senior secondary school
teachers might have emphasized other areas. They were not in-
cluded in the sample as a special group for reasons previously

given but there are replies from those who teach both in senior

secondary schools and at the comprehensive school level.

It seems to the present writerﬁthat the most problematic areas
in foreign language teaching in Finland are the intermediate and
advanced level. At the intermediate level_the question is what
comes after the so-called audiolingual phase of the elementary

level. The fact that writtén communication is a part of the func-

et
M

tion of language should gradually be givenh more attention without
neglecting oral practice. On this level the question of how to'
mot fvate pupils can be especially problematic. At the advanced
level one of the problems is whether there is going to be a school
leaving examination or not. The term "school leaving examination"
is preferred to matriculation examination since the latter bhas

lost its original meaning as an entrance examination to university.
If there is going to be an examination it should evaluate the

achievement of all the objectives of foreign language instruction,
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not.only some of them-as has begn the case so\Far.

The role<Ff objectives .in teacher training has been emphasized
iﬂnpreviouaTstudies-oF educgtional aims and 4n the literature

on the subject in Finland (H&linen %370; Kansanen %971a,b, 1973;
Koskenniemi eébai. 1865; Koskenniemi et al. 1970; Niskanen 1973a).
In the training of teachers of foreign languages more attention
should be gifen to the objectives at diFFereng levels. Ther? should
be a gradual shift from the lower student heha%iours fo the h{gher

ones without forgetting any of the content areas. At least some

-

- -
of the lower-level objectives, such as learning correct habits of

spelling, pronunciation, and sound-symbol association should be
+
achieved at the elementary level so that they would not have to

be given so much i%portanc: later on, Teachers{Zhozid be méde
aware of the sequence of foreign languagé study and they should

be encouraged to visit the classes of their tolleagues in their
own school and in other schools. Co-operation with teachers in
other subject areas will also be peeded. It has been said, for in-

staqge, that foreign language teaching can promote'internationa}

understanding best in correlation with other studies (Johnstbn

™~

1967). Foreign ianguagé)instruction has, on the other hand, been
accuséd of isolation from the rest of the instructional program
(Ort and Smith in Chastain 1971). Bosco et al. (1370) have ana-
lysed the way Fo%e%gn lgnguages have been taught in the past and

»
make the Followinggbredictions: instruction will be more creative,

personalized and communication oriented. The presentation of lin-

guistic items will be cyclic, leading gradually to their use in

[}
-~
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communication situatiaons. Synthetic, integrating language prog-

<
rammes stressing the communicative quality of language will be

—

used instead of analytically oriented ones. More attenfion wifk\\_
be 'given t& cognitive processes instead of psychomotor ones. It

is evident that the role of the foreign language teacher is go-

ing to be changed, it will become mgre complex and require more
flexibility than before. steinm.
<

The researchmwill be continued with subjects who.have not yet
started their teaching on the\one hand and teachers with long
k

experience on the other who will rate the importance of the'ob-

jectives of the present study. Preévious studies indicate that the

way objectives are appraised is rélated to taaching expefignce

/ -
{Kansanen 18971b; Xoskenniemi gt al. 1965; J. Leéino 1974). To in-

3

vestigate this point %ight have tmplications for téacher train-

ing and for continuation tn%ining of teachers. It is also the

present writer's intention to have pupils and possibl? parents,
toos fa%e the importance of objectives at the intermediate and ad-
vanced level. Of the content areas in the cognitive and psycho-
motor domain culture really requirei‘study of its own. €ultural
content has not been considerea~Q;ry impottant, which may partly
be ahe to the fact- that it was represented by traditional items ¢

- <
s pupil behaviour. "Traditional” refers to the

with knowledge
way cultural item

. » A
struction. As was previously mentioned the affective domain would

usually presented in foreign language in-

also need further specification. SbeciFication of the objectives

4
of foreign language imstruction is a necessary s‘ep in defining

-

teaching processes, learning materials, medie, and social learn-

.ing environment.
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Dear English teacher

At the Institute of Education of Helsinki University."a

large research into different subjettwise aims has been ——
startad by Erkki A. Niskanen, associate professor. This ] =
quastionnaire concerns objectives of English teaching at

glementary, intermediate and advanced levels., Clemenlary

level means grades III-IV (9-10-year-old pupils) of the
comprehensive school, intermediate level means grades VIT-

IX (13-15-year-old pupils) of the comprehensive school and

advanced level senior secondary school (16-18-year-old

pupils)., I would like you to fill in the questionnaire

rating the importance of each objective at each level

no matter whether you have taught the level in\questinn or not.

It will taxe about 20-30 minutes. T would like you to

return the questionnaire within & week.

Instruction as to how to do the rating

There is a list of objectives of English teaching in the

questionnaire. Rate the importance of each objective at each
level using the scale 1-5. e
1= not very important
= quite important
- = important
= very important
5: extremely importaét
Use the scale in the same way as the teacher in assigning grades,
”importanf" is used most often al cach level, "guite impecr-
tant” and "very important” relatively often and "not very
imbnrtaqt" and "extremely important” guite celdom. Thus your
rating should approximate the normail distributicr at each
level.

For further informatibn contact the undersigned

e

Arnna-l.iisa Leino

English teacher

assistant < - .
T s e s o = - e = e (e ) 90/5415B8 T e
Qo tel.(ﬁd}k) 90/650211/7472
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Rate the importance of each of the objectives of English teaching
at-different levels using the scale 1-5. Mark your choice (1,2,

3,4, or S5) in the cells in front of the objective. <
ele- inter- ad- +
: men- medi- vanced A objective is that the pupil
: tary ate '
H 1. is able to translate orally from Finnish *
g into English . _
£ .
|3 2. develops international .inderstanding
w,
g 3. develops a sense of responsibility
g 4, ~ knows the stress and intonation pattern
’ of the language
‘S, is able to produce grammatical structures
i = i in writing
i 6. " ldevelops perseverance
7. is able reiate the word heard to the
corrgsponding written symbol
8. is able to translate a Finnish text into
English in writing
g, is able to pebeat sentences and dialogues <}
10, dgvelops co-operation
11, <, is able to distinguish two seritences from
) each other on hearing them (e.g. he's watch-
N . ing the ship, he's washing the sheep)
12, ) is able to produce words in writing
13. is able to manipulate a sentence in wrlting
(e.g. by-changing its tense)
14, s able to destribe habits and customs of
Englishmen N
15. takss ap~active interest in English in
his spare time
16, is able to copy sentences
17. ] is able to produce grammatical structures
N orally
18. is able to distinguish two words from each
other on hearing them (e.g. big. pig)
19. i's able to mention geographical places in
England
{ 20. | develops empathy B
Q -
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. PP H 8?7
ele- inter- ad- An objective is that the pupil
men- medi- vanced
tary ate
21, knows the meaning of the grammatlcal
structure he has heard
22. is not afraid of speaking English
23, is able to spell words Jorrectly ¢
’ i
24. . ’ is able to answer questions on some-
: thing he has heard .
25. is able to pronounce different .sounds
and sound combinations /////
26. develops a positive attitude towards the <
study of English .
27. is able to read p\onetic writing
28. ' is able to mention EngI1§h wrlters and
their works ’ ‘,'
29.¢ is able to write from dictation
30, knows thc meaning of written words
31. . is ablé to differentiate betwsen sounds
(e.g. thin, that)
32. is able to write on 3 _given topic
33. is able to speak on a given topic
34, ‘ wants to u;;\ﬁnglish on his own initiative
M | &
© 35, is able to talk with an English-speaking ’
) person
36. knows the meaning of a word he has heard
374 knows the meaning of a written grammatical
structure
38. is able to work 1ndeppndent1y and purposa-
~ fully
T © 39, develops a positive attitude towards
L S Engll«h sggaklng peogle




An objective is that the pupil -

Appendix 1 (cont.) ,

/

What aﬁg the studies you have taken

to becomne a teacher?

s

~ What is your official position?

N ele- inter- ad-
men- medi- vanced i
tary ate .
. 40, is able to. translate an English text into
. Finnish ’
41, is able to produce words orally
\\ ) ) ~
42 | . is able to mention features typical
of life in England ’
43, . is able to communicate with. an English=
speaking person in writing
44, is able to answer questions on the con- )
tents of a text he has read
»
45. is able-to. manipulate a sentence orally
) (e.g. by changing the tense)

}

What are your stud&es'of English: . N
laudatur
cum laude

{mark with a cross)

approbatur

a special course .

#

something else What? .




A ,
‘ v Appendix 2
’ . 89 ' s
KOULUHALLITUS : 7 \
,Helsinki 16.3.1973 ‘
No 1635 )
Viite: aloite -
Asia: tavoitetutkimuksen suorittaminen ’ .
[ 2
[N /—“
7
. |
Ryhmskirje  oheiseen tutkimukseen osallis-
‘ tuville opettajille
~- .
Kouluhallitus tutustuttuaan assistentti Anna-Liisa
B . .
Leinon, tutkimusesitykseen katsoo, ettei kouluhallituk-
.z “ sen taholta ole estettd tutkimuksen suorittamiseen.
. _ Kuitenkin kouluhallitus edellyttdd, ettd se suorite-
) taan-tutkimukseen .valitun’ koulun johtajan / rehterin
. . . suostumuksella ja hdnen asettamillaan ehdoilla. -
~ - ‘ ~ 4
- r -
g Osastopddllikkd
0111 Sampola
, Ylitarkastaja : . :
L L Reijd Ala-Kurikka
LY
%
&
/ ™
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.\'
o Table 1. Means and Standard Deviations of Importance of 2
Objectives of English  Teaching .
N 3. ~
. Elementary Intermediate Advanced
> : level level ° level
- - - -
X S X '8 X S
1. 1.4%  0.78 2.3 0.81 3.27 1.03
2. 2.50 0,95 3,00 0.88 3.39  0.94
3. 2.88 1.0v 3,10 1.99 3.26  1.19
o535 1014 3.27  0.90 4,06 0.81 <
. 1.71 0.77 2.97 0.73, 3.74 0.71
, 6. 2.66  1.02 2.98  0.92  3.29 1.10 ‘<
T. 2.72 0.94 3,28  0.68 .3.56 -0.89
8., 1.22 *p.uh 2.30 0.81 3.48  0.99 B
3 9. 3.2h  1.0? 2.74  0.89 2.43 1.1l
> 1c .20 0.8% - L 3,20 0.92 3.12  0.95 - -
7. 5.84 0.4 3305 0.85 \ 3.99 1.0477
12, 1.99  0.51 3.02 0.74 7 3,68 0.84
s, 1,63 0.91 3.00 0.78 3.58  0.94
Tlh. 10080 0.83 0.2 0.78 2.69 0.88 -
15, 2.10°0 0.9 2.71  0.84 3.07 0.83
— 6. 2.25 1.20 —A81 1305 1.68 1.07
17. 3.2 .04 3.86  0.82 4.08 0.91 .
18, 3.02  0.97 3.89  0w97 3.95 1.09 ‘
. 19, 1.28  .0.56 2.02  0.86 2.28 " 0.95
- 200 2,48  0.88 2.58 0.82 2.65  0.89
2T, 3.5 1.08 3.82 0.91 3.96  0.95 -
22, W60 0.85 u.62  0.77 h.62  0.81
2%, 2,10 0,87 3.0 0.63, 3.50 0.78
. 2h, 2,64 0.9 3.48  0.72° 3.99  0.85
25, +35.8%  0.97 h,00  0.77 h.ouw o 0.92
>Hh. b, 0,83 N.31  0.94 4,28  0.99
. PT. 1.n1 086 6.62 0,89 3.25  0.99
28, 1.13 0.6 1.66  0.71 2. 44 o.éh
29, 2,04 0,92 2.81  0.71 3,12 1.09
3. .85 0.03 5,50 0.83 3,74 0.95
%Y. 5,760 0.99 3.81 0.99 3.84 1.12
30 1.9 0.81 o7  0.80 3.60  0.85%
33, 2,41 0.93 3.22  0.93 _3.87 0.81
3, 4,09 1,04 h,11  0.93 4.2% /0.8%,
T, 0,065 TN 3,66  0.89 oo 0,87 4
3. 5.2 0.90 3.1 0.88 3,65 0,96
7.0 2.0 1,02 3.4 0,85 3,76 0.84
2P, 2.5 0,98 3,21 0.90 «° 3.54  0.99
TG, 4,33, 1.04 .04 1,00 4 3,50 1,08
’ Th., 1.60 0,70 .51 0.78% 3.51 0.93% o
Wr. s 62 09T 3,61 0.9% ° 3,73 1.09
o lofn _‘Qeq2 0221 0.7% 2.67 0,88 -
IEE S 1 0.66 .50 0.73 3.3 0.84
Wh, o 65 0,01 3,42 0.TH 3.86  0.84
Yo, 2.1% 0 0.90 3,14 gn?o 3.4 0,95
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Table 2. Intercorrelations.of Importance of Objectives at
7 .

. Elementary Level (N=100)
1 2 3 f Hyooob 7 8 9 10 11 12 13 14 15 16 17
1. -
2. 12 - ‘ . —~
5. -09 20 ’
by 08 09 04 o
R 57 07 =08 =0 t , .
6. =09 <15 H% 05 02 . TN -
7. 20 05 =05 0b 36 -0Y )
8. h{ OR =09 =0 w3 00 2 :
9. -1ls =01 00 08 =01 00 =12 =22 2 ;
10. -lu 09 55 @0 -uh 60 -¥h -05 08 ' « . @
il. -1y =12 Q00 2% =09 00 1k -25 20 15 -
12. 51 u9 =31 11 86 -18 31 34 -10 -24 -07
) 13, 51 08 =08 =1L S4 =04 27 44 -12 -10 ~06 OF
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10
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24
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01
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Table 7. (cont.)

h}

117 118 1i9 120 121 122 123‘12U 125 126 127 128 129 130 131 132

) )

— 201 30 05 08 15 12 03 29 -01 07 o4 10 17 07 24 05 07
: - 202 20 17 -11 32 15 11 -04 -13 00 08 10 ~-0b4 -13 02 08 11
203 15 23 01 44 19 20 -01 03 12 30 18 -06 =09 11 26 1A

204 "33 30 -10 <05 25 25 -04 12 48 12 14 -03 -10 0% 24 =02

205 - 09 06 39 13 09 11 26 =-0% 37 17 14 11 12 14 10 23

206 - 15 11 10 "38 29 22 06 03 07 29 =05 =@k =07 12 20 18
207, . OW 43 06 15 26 21 10 13 29 20 09 13 17 35 37 -16
208~ ‘23 10 19 03 23 06 24 13 15 01 10 21 25 13 05 19

- 209 -12 13 11 19 19 -0% =06 =03 07 15 07 =04 =05 -19 15 =03
- 210 14 23 -15 43 18 23 -12 05 08 31 07,-04 =01 11 32 ob.
211 24 70 ~09 17 37 38 00 '17 41 22 20 -09 00 19 61 06

212 06 18 11 06 15 01 31 22 ob 11 2% 23 24 24 17 16

. 213 08 29 05 17 34 09 08 11 19 16 17 _10 09 13 22 18
214 -08 09 51 11 02 -07 13 06 =01 =14 1% \31 24 16 14 13

¢ 215 . 16 ok 11 07 15 Oh -06 27 22 11 -07 18 02 10 19 28
16 =29 =05 28 02 -10 -16 14 -06 -02 -05 06 23 31 08 =09 IS5

217 75 48 02 26 L1 26 16 19 32 09 19 03 02 33 h2 11

218 27 85 -06 27 34 39 00 12 44 30 20«10 09 38 65 OU

2T9 -1T -¢4 80 11 -08 -18 33 05 =01 =20 02 44 14 11 08 23
220 17 25,13, 904 17 1% -05 01 07 22 16 03 o4 12 32 29
221 49 -09 29 47 W7 -15 25 39 27 15 -09 11 358 45 o4 18

222 22 41 =10 17 kW1 92 =25 713 30 W6 16 -16 07 12 39 =02

223 16 26 22 22 25 14 48 13 22 20 25 18 30 2h 14 10

224 13 24 =06 18 21 18 06 67 20 28 17 11 17 2} 31 11

225 -, 28 85 =10 20 37 43 =12 12 79 39 _ 34 -01 06 24 54 =04
226, -06 01 30 <18 23 23 43 18 16 9% 15 =25 06 13 48 04

227 17 4 05 17 21 22 18 13 37 20 65 11 33 38 47 08
228--——=02 05 42 16 -01 -08 47 11 -01 -13 21 68 38 13 12 28

© 229 02 30 13 06 1% 23 13 03 07 06 16 17 55 45 23 09
230 23 w6 -0 13 39 23 02 08 26 32 19 -06 20 T4 U9 01

231 26 69 -09 26 30 37 -17 14 39 24 30 -01 =03 36 88 oO:

232 15 2% =02 3% 23 25 14 22 06 23 19 19 27 23 20 62
253 16 11 -05 .19 27 39--14 40 22 27 00 -06 01 -02 16 22
234 22 W2 =19 17 22 56 =197 21 43 %2 13 -20 Q2. 20 33 05

235 23 20 -06 13 11 45 =15 27 19 22 02 -06 13 08 24 16

236 01 33 00 03 32 31 -10 14 11 16 10 09 17 41 34 03

237 16 23 06 01 44 38 -07 21 16 15 18 13 -28 36 33 09

238 13 29 -01 4% 15 37 -06 10 24 37 11 10 15 13. 27 34

239 10 21 -07 48 1% 16 05 08 07 34 18 -04 34 20 15 15

240 - 27 11 15 08 15 08223 17 09 -01 11 30 34 21 08 18

241 41 -11 *08 41 26 -03 17 32 28 13 -02 23 U6 41 -02 08

2h2 01 09 26 17 15 05 06 14 12 13 12 35 24 17 19 17
2l 11 13 1% 18 .08 15 v 15 08 05 17 32 38 21 27 43
C2hhT - 3 59 12 02 16 23 00 35 15 13 09 12 23 30 31 20
©2Us 07 -28 13 27 35 23 08 24 20 22 15 15 32 18 22 Q9




Table 7. ‘(cont.)

201
202
203
204
205
206

207.

208
209
210
211
212
213
214
215
216
217
218
219
220
221
222
223
221

2257

P
226
227
228
229
230
231
332
233
234
235
236
237

238
239
210
241
2142
243
24}
245

134

-08
09
10
14

-09
13
14

-01

-08

01y 10 07
2l(~08 22.
00 01

09
-06
15
-16
17
30
=22
01
10
55
- 02
10
34
48
"10
-16
1}
30
21
21
33
85
38.
23
28
23
319
-01

oy*
. 03

08
21
15

135 136

01 -09
02 -0l
o4 -0U4
05 22
00 -08
05 -04
08 24
07 -08
=27 =66

-06 07
-13 00
24 19
~18 =02
09 15
08 31
03 03
05 =05
40 49
27 26
~02 07
12 16
21 16
25 10
-08 18
o4, 14
-03 29
~02 Uk
09 26
18 29

51 18"

38 23
71 21
o4 84
02 52
13 15
13 17
23 07
ho 31
-19 22
22 21
11 32
-10 20

L

137 138

05 11.

=10 19
-02 32
25 18
11 01
01 33
13 29
05 03
-06 18
07 34
19 20
0% 03
10 15
08 =03
.14 18
02 =02
32 23
I9 26
11 03
-03 39
15 19
31 30
13 09
22 29
20 28
13 32
28 .11
18 13
26 - 09
39 18
2\u l 6
27 36
17 27
23 28

21 18

41 17
81 -01
09 81
12 23
18 17
05 29
27 18
31 1A
37 21
17 22

108

139

29

25
20
-03
-01
o3
20
06
06
39
13
14
19
-06
-13
-03
08
21
-03
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10
16
25
17
09
30
20
.22
15
16
15
17
14
16
16
14
01
30
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19
06
28
09
09
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140 141 142

41
-00
01
=02
16
05
19
36
01
00
16
=03
06
17
-01
-11
10
-03
21
01
39
01
15
09
06
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14
35
11
-05
-03
15
-04
=11
03
ol
23
01
12
69
11
26
27
16

2 15

12
-01
03
23
09
10
2h
00
01
12
23
.32
25
-06
-11
-03
17
26
-09
-08
09
25
2l
17
32
19
19
ol
33
40
26
05
12
20
17
b6
29
05
33
17
86
08
12
19
29

A

17
06
-03
12
10
00
16,
26
12
. 07
11
03
22
54
16
13
08
07
33
09
07
-0l
14
02
00
-.07 .
15
40
16
=04
09
04
=20
-05
-10
-01
14
07
17
b1
02
69
22
i%
21

143 144

15 09
-04 -18
-02 ~05
-07 09

27 =06

11, o4

14 08

34 15
-13 =27
~02 =04

02 08

24 05

07 ob .

21 31
42 35
12 =12
18 12
-06 01
28 08
09 _~16
i 09
-10 20
16 Oh
12 39
01 05
-o4 06
09 10
35 21
19 15

00 16 °

-04 05
42 14
18 - 33
07 18
18 25
01~ 08
15 29
08 06
06 02
33 34
07 15
13 0l
63 27
21 70

18 17

145

05
~08
08

07

16
-03
12
-08
11
-61
13
09

-02
-1%
06
02
06
08
08
ol
19
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-13
15
33
08-
12
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20
07
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.Tabje 8. Unrotated Factor Matrix. Elementary level.
e \N=1C0)
I 1T I11 v -\\/ _
1 .61 00,00 .03 T4
l 2 .19 .21 .z oo T ) p
3 -,27 .00 .35 50
; hoo-017 b5 00 =14
- 5 .64 .07 =~,07 .15
o § -.11 .15 .9 .55 .
e 7 .3 o -. 53 12 -
8§ .70 =-.08 .08 10
9 -.12 Ll o-,07 .08
10 -, 20 17 .36 .6l
11 =043 @3 -0h5 21 A .
12 .A3 0,19 -,22 =-.05
13 66 .22 -,13 1A ©
wooo,n7 28 -,03 -.15 .
15 .09 .33 .10 -,3%
16 .35 =.03 =-.148 .26
17 -.21 .54 =,21 -,00
- 18 -.h6 6 -, 106 .08
19 .5 =-.00 .09 -,02
20 -,06°. .19 .1 .09
21 -.28 .32 -.32 .11
2? '.u} 035 ol? ".2
23 .56 .18 =-.10 .07 C
2n .18 50 .27 -.06 ) 7N

26 -,29 M9 =,18 =.18
26 =03 34,16 -,0N
27 .59 .03 =.17 =.09 , -
28 .73 -.06 .18 =-,08%
29 ° .50 ,27 =.02 .02
d .13 .19 -.3% 0,21

31 ~-.36 W35 =22 .29
3D . 50 el .28 .08 .
33 .12 b 29 -,20 v
3 -.33 LI .25 =036
35 -.00 .37 A8 -2
36 -.05 N6 ~-.30 -,04
. 3 .09 U6 =.34 - ,05
. : 38 .12 .32 .55 =.14
39 ~,06 .36 2b .20
40 .59 .13 O 13
N1 -.10 A0 -, 2h .18
N2 L9 .35 =.00 11
43 .68 L1100 =19 .
hy .19 .51 .08 -.,12
45 . .25 - .43 W11 }iﬁ
. 5 ‘
: . \
\; A1
; X
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H1d) Appendix il

Facter Matrix. Intoeriaediats Tevel.
. »

iy 1i1 Y

48 -8 LOh

N0 .- 48 .19

60 .68 D)

B A =003 <

N A R e

O - .69 15

.25 01 =057

B 02 A8 .
8 -l =016 a
5 058 O
o1 =08 -5k
R A A R
At =016 =106 o
54 13 =07 ‘ :

.10 o6 .30

A2 -0 =016 s

.09 00 -, 06

Lo o -3

56 .00 .03

0F = hy 30

b3 Oh 0 -0y
32 .19 o0

He w13 =012
09 2h 21

Y A6 00 . @

S50~ 07 N

A5 =003 =009 - )
O .05 .05

iy 1Y =009

S0 L0 b
Ay

.01 =50

Jhg o202 « 50

.09 o0y H1 \

.l . 5h 2T . -
L .20 JhHhn

01 Lsn =260 )

1?2 Y A8
.07 .18 LU0
I L S
IS .00 00

!

10 Y (N
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Table 10:. Unrotated Factor Matrix. Advanced Level.
(N=100)
I IT  III IV
1 <37 32 =.32 -.07
2 .22 =-.28 -.52 , @02
3 .35 -.30 ~-.69 .12
4 .28 ~.18 11 .15
5 .32 31 -.23% -,08 L
6 B2 -15 -.68 02 -
) .01 .09 A3 .12 R
8. .37 50 ~-.21 -.11
. 9 .35 A1 =11 b2
N 10 D1 -.28 -89 11
- 11 .67 -.177 .21 .30
12 k3 .28 *.o04 .10
13 .49 13 .10 .28 -
14 .25 48 -0l .07 - _
15 .32y .09 .15 -.,04 =
- 16 .06, ~%32 .13 .23
17 .60 =-.09. .02 =-.02
18 .70 -.29 .27 .37
T190N\19 .50 =03 .11
20 40 =017 -0 16
21 .70 -.19 .07 ~-.00 )
22 .54 -85 .06 -.10
.23 Y .30 =-.04 .22
- 24 .52 .09 .07 ~-.26
25 62 -.27 .23 .16
26 A5 -.38 -.06 ~-.10
27 56° .14 .06 .al
28 .36 62 -.08 -.02
2 LS4 23 21 .04
30 67 =011 .22 -.02
31« 66 =-.24 .19 .20
2 .53 .13 -.15 -.38
33 A3 -013 -.13 -8
3 A6 -.u6 .10 ~-.26
3% .32 -.18 .06 ~-.52 n
36 52 -.1h 30 ~.09 -
¢ 37 .53 .01 .30 2,25 PN
38 .51 -.16 =.24 .11 , N .
39 .38 -.07 -.26 .08 - :
b0 47 w49 -,09 ~-.15
41 .61 -.10 .20 .06
42 430 .39 -.03 .16,
3 A6 .32 -.10 -1
Iy 49 .17 .17 -.33
S 64 11 .07 .13
S e
s -
/ r




